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Abstract 
The literature reviewed in this thesis shows that many successful 
reading programmes have been carried out by parents and teachers 
working together, sharing the responsibility for developing 
children's reading skills. Research studies have also shown that 
parents want more feedback and assistance on how to help their 
children with reading. 
The purpose of this study was to Investigate two areas of home 
reading, that Is parents reading to their children and children 
reading to their parents. The study examined what parents said 
they did with their children when their children read to them. It 
also examined the frequency with which parents read stories to 
their children and the beliefs that parents had about this practice. 
A questionnaire was used to collect data from 149 parents of 
children In Grades 2, 3 and 4 In one non-government primary 
schooL 
The data indicated that many parents In this study did not 
encourage their children to practise before reading aloud, 
encouraged the use of sounding out as the main strategy for 
recognizing difficult words and immediately prompted their 
children to correct any mistakes made. The results suggested that 
these parents may have been influenced by their own educational 
experiences In reading from 15-25 years ago. Nevertheless, a 
number of parents in this study appeared to be aware of changes In 
reading methods adopted In schools In the past 5-10 years and said 
that they were using a wider range of procedures and strategies 
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with their children. The majority of children were read stories 
several times a week, although some children were read stories less 
frequently. Many of the parents were apparently aware of the 
benefits of reading stories to their children, such as developing a 
positive attitude towards reading and modelling reading 
behaviours. 
The study highlighted the need for teachers to take the initiative In 
providing more Information and guidance to parents to keep them 
informed of school reading policies and of recent research in 
reading. With this in mind, it is the intention of the research~r to 
follow up this study with a parent/teacher Information session. 
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Background 
Chapter 1 
Introduction 
Learning to read and enjoying reading are two significant objectives 
for pupils of any primary school. One reason why schools place an 
emphasis on reading and writing Is the need for children to learn 
these skills In order to function effectively In a literate culture 
(Rlvalland, 1989; Henderson, 1993; Rasinski and Fredericks, 1991). 
However, many children leave school with reading levels which do 
not meet the demands of society. As educators, it is necessaty for 
us to improve this situation by considering both the school and 
home learning environments because "joint action between home 
and school can produce greater gains to the child's progress at 
school than either school or home working alone" (McNaughton, 
Glynn, and Robinson,1981, p.71). Many successful programmes 
have been carried out by parents and teachers working together, 
sharing the responsibility for developing children's reading skills. 
Children's initial exposure to printed material frequently occurs 
when significant people read stories aloud to them in the home 
environment. "\\'hen a parent reads with a child literacy learning 
occurs ... but much is still unknown about what factors bring about 
this literacy growth" (Elkins and Spreadbuty, 1992, p.1). Parents 
continue to be Involved In their children's literacy development 
when their children begin school. After school has been started it Is 
likely that parents will not only read to their children but they will 
also listen to tl1eir children read aloud. A survey conducted by 
Becker and Epstein (1982), with teachers of children In Grades 1, 3, 
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and 5, revealed that these teachers frequently asked parents to 
read to their children or to listen to their children read. Many 
reading progrdlllmes In the early years of schooling include 
children reading aloud to their parents on a regular basis. This 
provides very Important reading practise on a one-to-one level 
which can not practically be provided by the classroom teacher on a 
dally basis. Children need time to practise reading in order to 
become fluent and competent readers (Allington, 1977; Clay, 1979; 
Samuels, Schermer and Reinking, 1992; Stanovich, 1986; Trelease, 
1989). For those children who would not choose to read, frequent 
practice at home provides regular opportunities for reading. 
Reading on a one-to-one level often demands that the child pay 
more attention to the text than reading In a large group situation. 
Furthermore, one-to-one 'instruction' allows for monitoring of the 
reading situation and the provision of positive and constructive 
feedback to the reader (McNaughton eta!., 1981, p.ll). This may 
be contrasted with chorus reading in small or large groups which 
McNaughton eta!. (1981) suggest may hinder progress by creating 
opportunities for practising and strengthening undetected errors. 
Thus, It can be seen that children reading at home to their parents 
Is a common and Important practice in the early years of schooling. 
Significance of the Stydy 
Previous studies have shown that parents want more feedback and 
assistance on how to help their children with reading (Breiling, 
1976; Builder, 1982; Kemp, 1985,1987). Whenever parents are 
Involved in the reading practices of their children, it seems 
Important that they are not just asked to read to their children or 
12 
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listen to their children read as these requests can be interpreted by 
pal'f'.nts in many different ways. As Ollila and Mayfield ( 1992, p. 
35) point out: "It is important to make advice to parents specific 
enough to be useful. Advising parents to 'read to your child' or 
'talk with your child' may not convey sufficient information." 
Information vseful to parents may include the length of each 
reading session, strategies to use when difficulties occur and 
particular aspects of the book/story to discuss. It is not uncommon 
for parents to adopt the role of tester or corrector, rather than 
listener when their children read orally to them (Builder, 1982, 
p.221). There is also a need to reassure parents and provide 
assistance to them In order to eliminate any anxiety, tension and/or 
frustration (by the children and/or parents) which may be felt 
during some home reading sessions (Bartlett, Hall and Neale, 1984; 
Bates and Navin, 1986; Builder, 1980; Hourcade and Richardson, 
1987; Kemp, 1985; Mackenzie and Amiet, 1985; McNaughton et al., 
1981; Nicholson, 1980). These feelings may well create negative 
attitudes to reading (Builder, 1982). Therefore, it is important for 
schools to inform parents of their reading policies and programmes 
(Mackenzie and Amiet, 1985; Nicholson,1980). 
When asked their opinions about a number of reading matters the 
parents Involved in a survey by Nicholson (1980) revealed that 
they were "Interested in their children's reading progress but were 
not aware of the teaching strategies that they could use to reinforce 
school learning" (p. 19). It seems that greater communication 
between home and school would help to resolve this problem. 
13 
Purpose of the StuQ_y 
In order to maintain and improve the home-school link in relation 
to reading, it is useful to know what parents are already doing With 
their children. The purpose of this study is to identify what 
parents say they do with children, in Grades 2, 3, and 4, when they 
are reading at home. It seeks to examine two areas of home 
reading, namely: adults or siblings reading to children and children 
reading to parents. Studies in this area have tended to focus on 
remedial readers, and sometimes on older readers, and what 
parents do to help them re.ad more efficiently. This study examines 
the home reading practices of parents who have children at a range 
of reading levels. As a result of the study it is hoped, that the 
teachers at the school will be more able to assist the young students 
In developing their reading skills through improved parent-teacher 
communication on the subject. 
Plan of Thesis 
Chapter2 
Chapter 2 presents a review of the literature concerning the 
reading development of young children with particular reference to 
the home environment. The chapter begins with an Introduction on 
parental involvement In chU.dren learning to read, followed by an 
outline of models of reading which are relevant to this study, and 
then deta!led discussion on parents readi<lg to their children and 
children reading to their parents. The chapter concludes with a 
summary and the research questions which are addressed in this 
study. 
14 
Chapter-3 
Chapter 3 presents the methodology of the study. It describes the 
subjects and procedures and also explains how the Instrument, a 
questionnaire, was developed. The chapter Includes an explanation 
of how the questionnaire data was analysed and concludes with a 
summary of the procedures used to carry out data collection. 
Chapter4 
Chapter 4 presents the results from the questionnaire data and 
related discussion. It includes a summary of the demographic data. 
Each section of this chapter addresses one or more research 
questions. The chapter concludes with a summary of the results. 
ChapterS 
Chapter 5 presents a discussion of the general findings of this study 
and It acknowledges the limitations that apply. The chapter 
concludes with a discussion on the implications for further research 
and for educational practice. 
15 
Chapter 2 
Review of Literature 
Parental Involvement in Children Learning to Re!ld - An 
Introduction 
Parental involvement in children's education is not a new concept 
and in recent years several documented progrd111mes have focussed 
on family literacy. Whilst farnlly literacy programmes vazy In the 
way they are Implemented, all alm to provide literacy experiences 
that <J.re not only of benefit to children but are of value to all 
members of a family (Calrney, 1994; Handel, 1992; Smith, 1991). 
Developing the literacy of all family members Is now becoming 
necessary In some families because of Jntergenerationalllteracy 
problems, literacy problems which are passed from one generation 
to the next (Cairney, 1994; Handel, 1992). Studies of low Income 
families by Goldenburg (cited In Calrney, 1994, p.270) "have shown 
that parents, who often have limited needs for literacy, may not 
encourage the literacy practices of their children, thus setting up an 
lntergenerational pattern of literacy difficulties." It seems 
necessary therefore to examine family variables as well as school 
variables In any discussion of early literacy acquisition. 
Research has Indicated that the home backgrounds of children and 
their school performance are closely linked (Calrney and Munsie, 
1992; Spreadbury, 1994). Cairney and Munsle (1992) indicate that 
school factors (such as class size and teaching methods), only have a 
relatively small impact on students' achievement at school, but 
"differences in family backgrounds have a far more significant 
impact on student achievement" (p.3 ). Spreadbury ( 1994) 
16 
discusses several studies which have shown that literacy activities 
carried out in the home before children begin school can contribute 
to children's initial performance In reading at school. Activities of 
parents in the preschool home environment which have been found 
to be directly responsible for children's success in reading at school 
include: reading to children, discussing bool<S with children, 
providing a variety of reading and writing materials, and modelling 
reading (Spreadbury, 1994). 
Many parents continue to be involved or would like to be Involved 
In their children's literacy activities when their chllc';·en start 
school. Parents may be involved when teachers ask them to read to 
their children or to listen to their children read, particularly in the 
early years of schooling (Becker and Epstein, 1982). McNaughton et 
a!., (1981) have shown that these practices are valuable and that 
assisting children in becoming competent readers is a responsibility 
most successfully carried out when home and school work together. 
Many of the studies to be discussed In this literature review 
involved schools and parents working together in partnerships to 
assist children In learning to read However, Calrney ( 1994) 
cautions that when educational institutions claim that parents are 
'involved' or are considered 'partners' In their children's education, 
parent Involvement may be used In a very narrow sense to 
describe what parents can do to help teachers, such as providing 
assistance in the classroom, rather than being used to describe 
equal partnerships between parents and schools in the education of 
children. Despite this caution there is evidence to suggest that 
when the home and school contexts are linked, there may be 
17 
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positive outcomes. The reading contexts of the home and school 
will now be discussed. 
Firstly, when looking at the home reading context, research has 
shown that parents can help children develop their reading skills 
by reading aloud to them (Adams, 1990; Clay, 1991; Dombey, 1992; 
Elkins and Spreadbury, 1992; Elley, 1989; Flood, 19i'7; Spreadbury, 
1994; Strickland and Morrow, 1989; Trelease, 19119; Wells, 1982) 
and by listening to them read aloud (Bartlett eta!., 1984; Brelling, 
1976; Hannon and Jackson, 1987; McNaughton eta!., 1981; Shuck, 
Ulsh and Platt, 1983; Tizard, Schofield and Hewison, 1982). 
Parental involvement in listening to children read and in reading to 
children will be discussed in more detail later In this chapter. 
Secondly, when looking at the school reading context, educators of 
young children use their knowledge of child development and how 
children learn to read when structuring reading programmes. It 
seems important for teachers to share some of this knowledge 
about reading, language and child development with parents and to 
be prepared to listen to them and respond to what they have to 
say. It Is likely that parents who have an understanding of 
teachers' Ideas about the reading process and how children learn to 
read are better equipped to assist their children with reading than 
are parents who don't have this knowledge. A study on parental 
involvement in children's reading by HeWison (1982, p.162) 
indicated that" given appmpriate advice and support, most parents 
are capable of being, not only willing and able, but also effective 
helpers of their children." Similarly, Bartlett et al. (1984, p.177) 
found that parents who were Involved in the direct teaching of 
18 
reading to their children were so highly motivated when they were 
provided with information on the reading process that they 
continued to use the skills they gained after the initial project was 
finished. 
The literature indicates that parents can and do play an important 
part In their children's reading education. However, how parents 
approach reading with their children In the home may depend en 
their own educational experience and their knowledge of how 
people learn to read. It seems that if parents have knowledge of 
the readlng process then they may be better equipped to assist 
their children with reading. This may be particularly Important at 
the present time because approaches to reading have changed 
significantly In the past 20 years and parents may not be aware of 
these changes or they may be aware of the changes but may not 
understand them. The foundations for these different approaches 
to teaching reading are often based on models of reading. The 
models of reading that are relevant to this particular study will 
now be discussed. These models will be referred to throughout this 
thesis when examining approaches to assisting children with 
reading. 
Mgdels of Reading 
Some of the models of reading which have Influenced reading 
practices are outlined below. As more information has become 
available about the way people read, old models have been updated 
or discarded. 
19 
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Upson and Wixson (1991, p.7) and Sloan and Whitehead (1986, p.S) 
have claimed that bottom-up reading models emphasize that 
reading is controlled by the print on the page. According to these 
models of reading, the reader mal,es sense of the text by starting 
with the smallest units, the letters, and then working up through 
'higher' levels of analysis, ie: the letter clusters, words, sentences, 
paragraphs, and finally the whole text Activities which focus 
almost exclusively on letter recognition and word analysis form 
part of instructional approaches which are associated with bottom-
up models of reading (Upson and Wixson, 1991, p.S). It is likely 
that the parents of children currently at primary school in Western 
Australia were taught to read by teachers who followed or were 
influenced by bottom-up models of reading. 
In contrast, top-down models depict reading as an activity which 
begins with the reader's prior knowledge so that a reader only uses 
the text as necessary to confirm predictions and to generate new 
hypotheses. A feature of these models is that meaning resides 
within the reader (Upson and Wixson, 1991; Sloan and Whitehead, 
1986). In these models It is meaning, not the accuracy of word 
identlflcation, which is most important, even in the earliest stages 
of learning to read. Whole language and language experience 
activities are Instructional approaches associated with top-down 
models of reading (Upson and Wixson, 1991, p.10). 
Interactive models view reading as a process In which both bottom-
up and top-down processing can occur at the same time. Lipson 
and Wixson (1991, p.ll) suggest that Interactive models emphasize 
that meaning is gained when the !""....ader uses prior knowledge and 
20 
visual information from the text simultaneously, sometimes relying 
on one more than the other, depending on the reading situation at a 
particular point In time. These models acknowledge that accurate 
word Identification and meaning are both Important components of 
the reading process and that the reader, the text and the context 
interact In order for the reading process to occur. 
One particular interactive model of reading is the schema theory. 
"In this view reading is seen as an active process of constructing 
meaning by connecting old knowledge with new information 
encountered in text" (Pearson, Roehler, Dole and Duffy, 1992, 
p.l49). This theory Is based around a reader's schemata which are 
the abstract units of a person's memory, carefully organized for 
easy reference. Schemata are continuously changing and being 
shaped by the experiences in a person's life, including the 
experiences gained through reading. "As sentences are read, 
schemata are activated, evaluated, and refined or discarded 
(Rumelhart, 1980, p.43). In this way the schema theory of reading 
is an interactive view where the reader's prior knowledge and the 
print on the page work simultaneously In order for the reading 
process to occur. 
The socio-cultural perspective of reading also contains the elements 
of Interactive models but further suggests that If readers are going 
to be prepared for all demands of society they need to be able to do 
more than just decode and gain meaning from the written text. A 
successful reader needs to develop four related roles, these being: 
code-brealrer, text-participant, text-user, and text-analyst 
(Freebody, 1992). The roles of code-breaker (reading the words on 
21 
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the page) and text-participant (being able to construct meaning 
from the text) have been discussed in the models of reading which 
have been outlined already. However, the socio-cultural 
perspective on reading suggests that effective readers also need to 
be able to use the text in order to participate In relevant social 
activities (text-user) and to be able to critically analyse a text (text-
analyst). Free body ( 1992) argues that all four roles of the reader 
should be considered at all levels of reading development If 
teachers [and parents] are to assist children In becoming successful 
readers In a demanding society. As stated by Freebody, "We are no 
more successful readers If we are prey to manipulative texts than 
we are If we cannot decode." (1992, p.S8). 
Traves (1992) also believes a 'properly' literate person Is one who 
has "an extended and enriched control over their life and 
env!IV;1ment" (p. 77) whereby their literacy "strengthens their 
capacity for rational thought and enables them more effectively to 
use their knowledge and experience in the critical analysis and 
evaluation of the world" (p. 77). A somewhat similar view Is 
portrayed by Adams and Bruck (1993, p.119-120) who believe 
productive reading Involves more than just literally comprehending 
the text Rather, a reader needs to analyse, evaluate and reflect on 
the author's message as a part of the reading process. The socio-
cultural perspective therefore, is an extension of the interactive 
view of reading in that it considers Interaction between the text, 
the reader, and the context, but also includes the way In which the 
reader Interprets and makes use of the text . 
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The language policy of the school involved in the present study 
follows an interactive view of reading. However, Individual 
teachers at the school implement reading programmes which may 
be Influenced by different models because their own beliefs 
Influence their interpretation of the language policy. 
Parents and teachers may have different views of reading and so 
may have different Ideas as to how reading should be taught 
Allington and Brolkou (cited In Henderson, 1993, p.122) suggest 
that often a major difficulty with reading programmes for falling 
readers, in particular, Is the lack of consistency In approaches to 
reading when learners work with class teacher, support teacher, 
teacher aides, parents and peers. Communication between these 
people Is vital if the child Is to have a consistent approach to 
learning. 
Examining models of reading is a useful starting point in a 
discussion on reading because the underlying beliefs of parents and 
teachers about the reading process are derived from models of 
reading (although one might not be consciously aware of this), and 
these in turn affect how parents and teachers listen to children 
read and how they read to children. For the purpose of the present 
study, a variety of approaches to listening to children read will be 
examined. The approaches In the study are drawn from all of the 
above mentioned perspectives of reading: bottom-up models, top-
down models, interactive models, and the socio-cultural 
perspective. 
23 
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Parents Reading to The_ir Child.!'!.U. 
This section of the literature review will now examlne the research 
literature on parents reading to their children. The older members 
of families can play an important role In children's literacy 
development by reading stories to the younger children. 
Spread bury ( 1994) found that parents from all educational and 
socioeconomic levels were "highly competent at facilitating their 
children's literacy learning during parent-child reading aloud 
sessions in the home" (p. 24). Reading stories to young children has 
been shown to be an actMty that can contribute to the 
development of children's reading skills (Adams, 1990; Clay, 1991; 
Dombey, 1992; Elkins and Spreadbury, 1992; Elley, 1989; Flood, 
1977; Spreadbury, 1994; Strickland and Morrow, 1989; Trelease, 
1989; Wells, 1982). When children listen to stories they acquire 
new vocabulary (Elley, 1989) and they develop an understanding of 
story language, "children who have been read to a great deal will 
already know, in some way, that the language of books is different 
from the language that they speak" (Clay, 1991, p.28). This view is 
also shared by Wells (1982, p.146-147). Ustening to stories also 
provides a foundation for understanding concepts of print and for 
developing print awareness, although these may not be realized 
until the child learns to read (Clay, 1991; Strickland and Morrow, 
1989; Wells, 1982). Probably even more importantly, "children 
who have been read to during their early years associate reading 
with pleasure and follow models of reading behaviour" (Strickland 
and Morrow, 1989, p.322). 
In addition to these direct benefits to the development of children's 
reading sldlls, Wells (1982) argues that the most Important benefit 
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of hearing stories Is being able to pay attention to the message and 
understand the message without sharing the immediate context 
with the writer. Wells refers to this as 'disembedded language' and 
believes that being able to deal with this kind of language Is a 
useful skill to have at school because so much of the curriculum is 
Introduced through books or through teachers' spoken words 
(p.lSl). 
The development of children's comprehension skills may be one 
Important benefit of reading stories to children. Wells ( 1982, 
p.148-149) suggests that discussion can aid comprehension, butit 
should not be restricted by checking facts and recalling detail, 
rather it should include discussion of the context and it should be 
related to the children's experiences. Flood (1977) suggests that 
discussion is important before, during and after reading stories 
with children. He found 6 aspects of story-n:ading sessions that 
were significantly related to children's pre-reading skills, which 
were: warm-up preparatory questions asked by the parents, the 
total number of words spoken by the child, the number of 
questions answered by the child, the number of questions asked by 
the child, positive reinforcement by the parents, and post-story 
evaluative questions asked by the parents (Flood, 1977, p.865-
866). However, Flood (1977) also believes that the discussion of 
some stories in some situations may not necessarily enhance 
children's understanding and that if children show they have 
enjoyed and understood a story, asking them questions may be of 
little benefit (p. 86 7). 
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Elkins and Spreadbury (1992) have also suggest that It Is the 
·• interaction or discussion between the adult and child that facilitates 
the child's reading development when a parent reads to a child 
(p.15). Their study showed that "the amount of time a parent 
spends reading to a child correlates with that child's self concept 
which In tum correlates with the reading scores at both 6 and 8 
years of age" (Elkins and Spread bury, 1992, p.16). Both of these 
aspects of parental story reading, time spent reading and 
discussion, appear to lJe very important to reading development. 
This view is also supported by Flood (1977) and Ollila and Mayfield 
(cited In Samuels and Farstrup, 1992). Also, Flood (1977, p.867) 
points out that It Is important for parents to use their children's 
responses to questions as a guide to their Interest and level of 
understanding and cautions that they should not over-question 
their children. 
Repeated readings of familiar stories have been found by Martinez 
and Roser (cited In Spreadbury, 1994, p. 21) to result in 
approximately twice the amount of talk between children and 
adults and that children made more spontaneous comments when a 
book was familiar, but asked more questions when a book was 
unfamiliar. It is not uncommon for children to ask adults to read 
some stories again and again. It appears that repeated readings of 
favourite stories may further enhance children's understanding of 
the stories and further enhance the development of their reading 
skills. 
Elley (1989) and Senechal and Cornell (1993) examined possible 
benefits to children's vocabulary development when discussion of 
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reading material occurred. However, it appeared that children 
acquired vocabulary through story sessions with adults regardless 
of whether discussion and/or explanations occurred. In such cases 
the context of the new vocabulary was sufficient to produce a clear 
understanding without the related discussion. Nevertheless, It is 
possible that results could have been different with difficult 
reading material or with a story In which the vocabulary was used 
In an unfamiliar context. Elley (1989) found that "the features that 
best predicted whether a particular word would be learned were 
frequency of the word In the text, depletion of the word In 
illustrations, and the amount of redundancy In the surrounding 
context" (p.174). 
Research on parents reading to their children clearly Indicates that 
children derive some benefit from the activity. However, much Is 
still to be discovered about exactly what Is learnt and how the 
learning comes about. It appears that discussion of reading 
material helps to develop children's comprehension and contributes 
to the development of their reading skills, but whether discussion 
assists In enhancing children's vocabulary remains unclear. 
Children Reading to Their Parents 
This section of the literature review will now examine the research 
on children reading to Ll}eir parents. Numerous studies have been 
conducted to assess the value of parental involvement In their 
children's reading education after their children have started 
school. Many of these studies have been based on bzlow average or 
remedial readers. Consideration of the home environment is 
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particularly important for these children because of the need for 
them to 'catch up' and Improve their reading sldlls. However, it 
does not mean that we can forget the more able readers, who need 
to extend their reading skills. 
Traditionally, remedial reading programmes bave not involved 
parents (Builder, 1980). However, this is changing. Research has 
shown the value of involving parents in their children's reading 
education (Bartlett eta!., 1984; Breiling, 1976; Hannon and jackson, 
1987; Hewison,l988; McNaughton eta!., 1981; TIZard etal, 1982). 
Several different approaches to parental involvement in children's 
reading education will he discussed, these include: training parents 
as reading tutors, counselling parents, and establishing reading at 
home programmes. 
McNaughton et aL (1981) and Banlett eta!. (1984) bave 
demonstrated that parents can he' successfully Involved in remedial 
reading programmes for their children by being trained as reading 
tutors in the home. Their research involved training parents in 
giving their children praise for effort even when errors were made 
and to give clues to their children to help them solve reading 
problems as they arose. These programmes particularly 
emphasized reading in a supportive environment and provided 
very specific training to parents. 
Studies by Bates and Navin (1986) and Builder (1980) have 
indicated the benefits of working directly with parents of remedial 
readers in a counselling setting. The counselling sessions for 
parents resulted in Improvements In their children's reading 
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attltudf's :md performances. Another approach taken to help 
children who expedenced difficulty In readirtg involved sending 
home lists of 15 words every two weeks In a game format, designed 
around the students' Interests (Hourcade and Richardson, 1987). 
This programme was successful in improving the word recognition 
skills of learning disabled children. Parents Encourage Pupils (PEP), 
a successful project by Shuck, Ulsh and Platt (1983), involved 
children in Grades 3-5, who were below-average readers, In 
completing additional reading at school and in home-tutoring 
sessions with their parents. The home-tutoring sessions consisted 
of a variety of individually structured activities such as reading 
from a book, learning word lists and playing games. 
A study by Breillng (1976 ), Involved children of various ability 
levels who were at schools which ran compensatory progran1s for 
the disadvantaged. The study, which was based on a survey filled 
out by the parents, started with parent meetings and later Included 
a reading at home programme. As reported by the parents and as 
shown on reading tests (during the period of time of the 
involvement with the parents) many children (about 75%) made 
progress in their reading ability and many had Improved attitudes 
to the task. However, the author suggests that these gains could 
have been influenced by increased teacher motivation as a 
response to the Increased pru 2nt involvement. If this were so, it 
could be considered as another benefit of the programme rather 
than a limitation. A similar study by Hannon and jaci<Son (1987) 
successfully increased parental Involvement in childreP's reading 
education through a low-key, home-visiting progranum! which 
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assisted parents in establishing home-reading sessions with their 
• 
chlldren. 
Tizard et aL (1982) initiated a two year study which involved 
reading Intervention with 6-8 year-old children in two separate 
contexts: children reading at home to their parents and children 
receiving supplementary teacher help at school. The part of the 
project which involved parents differed from the projects by 
McNaughton et al. (1981) and Bartlettet al. (1984) in that parents 
were not trained to use any particular method when listening to 
their children read. Results from this study suggest that some 
children may benefit more by reading at home to their parents on a 
one-to-one basis than when they receive supplementary teacher 
help at school in small groups. This was also found to be a lasting 
effect with some children in a three year follow-up after the 
completion of the study (Hewison, 1988). IdentifYing the specific 
reasons for the success of the home-reading programme was not 
possible within the scope of the study, although Hewlson (1988, 
p.190) suggests that increased motivation of children, parents and 
school staff was likely to have been a contributing factor. It seems 
that It may be more beneficial to the students to Implement home-
reading programmes than to use teaching time at school to 
implement supplementary reading programmes. This view is also 
shared by Breiling (1976). 
Not all reports of home-reading relationships are as positive as 
those described above. Briggs (cited In Calmey 1994, p. 265) points 
out that "parent Involvement programs are often shallow, 
Ineffectual, confusing and frustrating to both parents and teachers". 
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Kemp ( 1985) found that many parents of children who were 
experiencing difficulties in literacy and were involved in a parent 
training programme (known as PTP) felt anxious about teaching 
their children at home due to unpleasant and seemingly 
unsuccessful past experiences in helping their children at home and 
that they were reluctant to approach the school about their 
children's problems. Kemp ( 1985) also found that the working class 
parents Involved in the study felt that they lacked the time to give 
their children assistance at home. Furthermore, studies by Moss 
(cited in Furniss, 1993) indicated that lack of acceptance for 
parental involvement as being fundamental for children's education 
and the fact that many teachers feel threatened by too much 
parental involvement may be obstacles In some schools to 
developing successful parent Involvement programmes. 
It Is clear that a variety of approaches which Involve parents and 
educators working together as partners In children's education have 
been successful in the short-term and possibly also in the long-
term. Nevertheless, developing home-school partnerships appears 
to be an area of children's education that needs to be carefully 
planned and structured In order to ensure positive outcomes. 
Specific aspects of home-reading programmes will now be 
examined In more detail. The areas to be discussed are: length of 
reading sessions, oral and silent reading, rehearsal before reading 
aloud, strategies encouraged when children have difficulty reading, 
parents' responses to errors In oral reading, praise, and discussion 
of reading material. 
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Length of Reading Sessions 
The length of oral rP.ading sessions when children read to their 
parents is often discussed in relation to home-reading programmes. 
The PACT(Parents, Children and Teachers) reading programme 
(Griffiths and Hamilton, 1984) recommended to parents that 
reading sessions should be kept short, about 10-15 minutes. 
Hannon and Jackson ( 1987) recommended parents to use their 
children's interest level as a guide for length of oral reading 
sessions. Bartlett eta!. (1984) report that parents involved in a 
home reading project commented that 10 minutes was the 
preferred length of time for reading sessions. A parent reading 
survey (of parents with children aged 8 to 12 years old) 
undertaken by Builder (1991) examined mothers' individual beliefs 
and knowledge about reading. Findings showed that at least 15 per 
cent of the sample of children involved may have been reading for 
longer than suitable for their ability level (based on 20 minutes as 
suitable for good readers, 15 minutes for average readers and 10 
minutes for poor readers). The mothers were not asked what they 
believed was the ideal length of time for their children to read 
silently. The recommendations for how long children should read 
aloud in each session in these home reading programmes did not 
oeem to be based on research findings, although reasons for 
children reading for specific periods of time were given. 
Qral and Silent Reading 
Many reports on home reading programmes discuss oral reading 
but not silent reading. In the parent reading survey by Builder 
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(1991), findings revealed that the majolity of mothers (79%) 
believed children should do most of their reading orally (aloud). 
However, It Is useful to remember that "silent reading practice is 
just as much reading as is oral reading" (Sloan and Latham, 1981, 
p.133). Duling a person's lifetime a lot more silent reading will be 
done than oral reading. Therefore, It seems that silent reading 
could be an important aspect of reading at home. However, Without 
some practice in oral reading it seems that it would be difficult to 
guide children and help them develop useful silent reading 
strategies. Clay (1991, p.251) claims that 
Oral reading by both children and mature readers 
results in greater ability to recognize and under-
stand written words and ser.tences, particularly 
when the text is difficult. Also, data available on 
self-correction behaviour suggests that young 
children respond, hear their errors and correct 
them when they read aloud. 
The literature thus suggests that both reading aloud and reading 
silently are factors to be taken Into account In home reading 
programmes because each of these appears to be beneficial to 
children's long-term reading development. 
Practice 
Most parents (70%) from Builder's survey (1991) believed that 
children should not practise before reading aloud. However, 
Builder (p.34) claims that poor readers who are not given the 
opportunity to practise before reading aloud may find the reading 
task unnecessarily difficult; and If given the opportunity to 
rehearse a text these children can read more confidently, with 
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Improved expression and better fluency. Builder (p.34) also claims 
that "rehearsal ... provldes the Ideal opportunity for them [children] 
to solve problems for themselves [le self-correct], and thereby learn 
to become more Independent." Clay (1991) also advocates self-
correction as Important for reading progress. Studies by Clay in 
196 7 revealed that children who had "the courage to make 
In!stakes, the 'ear' to recognize that an error had occurred, the 
patience to search for confirmation ... were the characteristics of 
children who made good progress In their first year of reading" 
(Clay, 1991,p.304). 
Many parents In Builder's survey (1991) believed that children 
should not practise before reading aloud. Nevertheless, It seems 
that children may in fact benefit from practice before reading to 
their parents. 
Strategies 
Whilst children read aloud, parents and teachers may encourage 
them to use any number of strategies when problems arise, such as 
sounding out the word, looking at the pictures, guessing the word or 
reading the sentence again. These strategies may assist the 
children with decoding the 'difficult' words on a page. Also, a child 
may use a combination of strategies to solve reading problems. The 
•naturally' good reader picks up clues from a variety of sources, the 
Illustrations, the title of the story, a few familiar words, knowledge 
of letter, word and sentence structures and more than a few 
Inspired guesses (Butler, 1986, p.l96). Adults who help children 
with their reading may encourage the use of any or all of these 
strategies. However, the particular strategies encouraged by 
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Individual parents may well depend upon the view of reading they 
hold. Results from a survey by Nicholson (1980) indicate that 
parents may "differ considerably in the ldnds of help they give" (p. 
20). The most common strategy adopted by parents in this survey 
was to ask the child to sound out the word. Other strategies 
Included looldng for clues In the text and telling the children the 
correct word. 
Bartlett et al. (1984, p.175) suggested to parents that they should 
provide a clue, such as looking at the first letter, reading on or 
missing out the word, to help their children corr&t an error or help 
them to read a difficult word, and then if this failed, to tell their 
children the word. In their pilot study of untrained parents In the 
Mangere Home and School Project, McNaughton eta!. (1981) found 
that th~ parents on average picked up or attended to a high 
percentage of their children's errors (88.8%) and rarely provided 
enough time for their children to self-correct The parents 
prompted or gave clues to help their children correct the errors 
28% of the time, but the children's subsequent attempts to correct 
were successful only 21% of the time. All children showed 
dependence on the person 'listening' to them read and the parents 
were assuming a role of tester and corrector. These findings were 
used as the starting point for the training of parents in the Ma.'lgere 
Home and School Project One of the aims of the project was to 
encourage parents, with children who were seriously behind In 
reading, to use different strategies in different situations. For 
example, when a child stopped at a word and said nothing the 
parent would ask the child to read the sentence again or read on to 
the end of the sentence (p.31·33). Words attempted by the child 
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but read Incorrectly were dealt with by prompting the child to 
correct the word using the "context of the story, or the meaning of 
the word In relation to the ~est of the sentence or story" (p.33), 
which is comparable to having an informed guess at the word. The 
focus when helping children with difficult words Jn this project was 
on parents providing prompts or clues, rather than Immediately 
telling children the words. The long term aim was for the children 
to develop strategies which they could use independently, without 
being prompted by an adult. However, in contrast, Hannon and 
Jackson (1987, p.185) advised parents "to smooth out difficulties by 
telling children words they didn't know and to repeat the whole 
sentence containing the word". While this strategy allows meaning 
to be maintained, it does not assist children In becomlng 
Independent In their reading. 
Bartlett et al. (1984, p.174) claim that as ch!ldren read they need to 
take risks and as they do, errors are llkely to occur. Children's 
errors should not be seen as mistakes which attract criticism but 
should be capitalized on as teaching opportunities (Bartlett et al., 
1984; McNaughton et al., 1981). Allowing time for a child to self-
correct before providing help Is another important strategy when 
children are reading aloud (Mackenzie and Amlet, 1985; 
McNaughton eta!., 1981;vanLaar,1989). Once again thlscanasslst 
children In becoming more Independent readers. 
Praise 
Praise has also been a factor In many successful home reading 
programmes such as PACT (Griffiths and Hamilton, 1984, ), the 
Managere Home and School Project (McNaughton et al., 1981 ), 
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RANT (Reading Association of the Northern Territory) Parents' 
Workshops (Mackenzie and Amlet, 1985) and in a study by llartlett 
et al. ( 1984). These programmes all encouraged parents to 
emphasize attempts to read words by rewarding their children with 
praise. If necessary, parents were then encouraged to suggest clues 
to help decode difficult words, rather than pointing out mistakes. 
In the pilot study by McNaughton et al. (1981), one parent praised 
her child approximately six times per 10 minute session but other 
parents provided praise on average less than three times per 
session. The amount of praise Increased after the Mangere Home 
and School Projectwa.s Implemented. Giving praise for children's 
effort was also encouraged in the home-visiting programme by 
Hannon and Jackson (1987). 
Discussion 
Discussion of the reading material is also considered to be of 
Importance in home reading programmes. If discussion Is a 
contributing factor to literacy development when parents read to 
their children (Elldns and Spreadbury, 1992; Flood, 1977; Wells, 
1982) then it seems that similar benefits are likely if discussion 
takes place when children read to their parents. Talking about a 
book proved to be useful in the PACT reading project (Griffiths and 
Hamilton, 1984 ). Parents Involved In the Mangere Home and School 
Project (McNaughton et al., 1981, p.33) were trained to Introduce a 
book or story by discussing it with their child and to ask questions 
about what had occurred in the story after their child had read. 
The use of this strategy to enhance the reading achievement of the 
children was based upon an earlier study by Wong and 
McNaughton (cited In McNaughton et al. 1981, p.ll) where a child 
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with reading difficulties Improved in accuracy of reading and self-
correction rate through the use of simple Introductions to stories. A 
more recent initiative, Partnership for Family Readlng(Handel, 
1992), involved parents In workshops which included how to use 
prediction questions prior to reading to initiate discussion about a 
story (p. 120). 
in relation to parents reading to children, Flood (1977, p.866) 
suggests that a child seems to benefit more by being Involved In 
the direction of the discussion than by being required to merely 
answer the questions asked by parents. This Is also likely to apply 
when children read to their parents. Butler (1986, p.195) makes 
the point that "reading should be a shared experience, to which 
child and adult both contribute", particularly when the child is 
reading aloud, lacks confidence and feels that It Is a test sl tuation 
where the adult Is always checking for errors. 
Summary 
Parents as partners In the teaching of reading Is a relatively new 
area of research. However, over a short time, a great deal of 
literature has been written about parents as educators of their own 
children and "Indications are that parent Involvement will continue 
to be a growth area In the 1990's" (Mayfield and Ollila, 1992, 
p.204 ). There has been a variety of successful research projects, 
both overseas and In Australia, which Involved parents In assisting 
their children In learning to read, although there appears to have 
been less research Into the specitlc benefits of parents reading 
stories to their children. Much of the literature on children reading 
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to their parents is based on remedial readers. It is likely that this 
aspect has been widely explored because of concern for children 
who are weak readers. The majority of children, who are of 
average or above-average reading ability, have not been given the 
same attention. 
The present study seeks to examine the practices adopted by 
parents of children of all ability levels when their young children 
read to them. It also examines the frequency of story reading to 
children and the beliefs that parents have about this practice. The 
following Research Questions are addressed through the use of a 
questionnaire sent to the parents of all children in Grades 2, 3, and 
4 in one school . 
Research Questions 
1. How long do children spend each night, on average, doing reading 
homework? 
2. What do parents say they do when their children are reading at 
home? Specifically: 
(a) Do parents allow their children to practise reading on 
their own before listening to them read aloud? 
(b) To what extent do parents discuss reading material with 
their children? 
(c) What do parents do when their children misread the text 
but it still makes sense? 
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(d) What do parents do when their children misread the text 
so that it doesn't make sense? 
(e) Do parents praise and/or reward their children for reading 
correctly? 
(f) Do parents praise their children If they correct a mistake 
made during reading? 
(g) What strategies do parents encourage their children to use 
when they have difficulty reading aloud? 
(h) Do parents encourage children to observe punctuation 
marks? 
3. Who Is usually Involved In children's reading homework? 
4. (a) How frequently do children have stories read to them? 
(b) Do parents believe that reading stories to their children 
will help them to become good readers? 
5. In relation to Research Questions 1, 2(a), 2(f) and 4(a), are there 
any significant differences between the responses of parents 
whose children are In Grades 2, 3, or 4? 
6. In relation to Research Questions 1, 2(a), 2(f) and 4(a), are there 
any significant differences between the responses of parents 
whose children are of different reading abilities? 
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Chapter 3 
Methodology 
Introduction 
This chapter presents the methodology of the study. It describes 
the subjects and procedures and explains how the instrument, a 
questionnaire, was developed. It also includes an explanation of 
how the questionnaire data was analysed. 
SubJects 
The research questions were Investigated through the use of a 
questionnaire which was sent to 167 parents of children in Grades 
2-4 at an Independent, Anglican school on the fringe of the Perth 
metropolitan area, Western Australia The students who attend the 
school are drawn from a wide catchment area Of t'te 167 
questionnaires sent out 149 were returned, giving an 89% response 
rate. 
Instrument 
Questionnaires can be a low cost, quick means of collecting 
Information from a large sample (Judd, Smith & Kidder, 1991). It 
has been claimed that there may be disadvantages in the use of 
questionnaires In that the response rate and respondent motivation 
can be low (Best & Kahn, 1993). However, !n the present study a 
high response rate and high respondent motivation were expected 
since the parents of children at the school are generally highly 
Involved in school activities, in maintaining a close school 
community and In their children's education. Therefore, a 
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questionnaire was considered a highly appropriate method of data 
collection for this study. 
No existing questionnaire could be found which addressed all of the 
research questions. Builder (1991) designed a Parent Reading 
Survey but this was concerned more with parents' beliefs a bout 
reading than what they actually Q!Q with their children. Therefore, 
a questionnaire was designed by the researcher for this study (see 
Appendix B). 
Questionnaire Design 
A preliminary version of the questionnaire used in the present 
study (see Appendix A) was piloted with parents who had children 
of the same age as the study group but who attended different 
schools. The pilot study was undertaken in order to establish 
validity of the questionnaire. The preliminary questionnaire was 
modified slightly after piloting, in accordance with the responses of 
the parents who participated In the pilot study. These 
modifications are discussed under the heading of Procedure, later In 
this chapter. The modified version of the questionnaire was then 
used In the main study and will now be described. 
Structure of the Final Questionnaire 
The final questionnaire (see Appendix B) contains 21 questions, 
structured In one of three ways. Questions 1-5 and question 17 are 
closed questions and have a range of responses for parents to select 
from; questions 6-16 are also closed questions and have a tlve point 
scale as follows: always, nearly always, about half the time, not 
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very often and never, which was adapted from Hook {1981, p.174}; 
and questions 18 to 21 require short, written responses and are 
therefore open-ended. The structure for each question was chosen 
carefully to match the type of response required. An 'other' 
category Is provided for any questions where it was reasoned that 
the parents may llke to add their own comments. 
The questionnaire has general questions at the beginning, specific 
questions in the middle section and open-ended questions at the 
end. Questions which had slmllar structures and which were on 
similar topics were grouped together wherever possible for ease of 
answertng. 
The 21 questions address several aspects of home reading as 
follows: the person usually Involved with the children's reading 
homework, the length of time children spend doing reading 
homework, practice before reading aloud, discussion of reading 
matertal, parents' responses to errors in oral rmding, praise and 
reward durtng oral reading, reading strategies encouraged by 
parents, attention to punctuation durtng oral reading, and 
frequency of story reading to children. These aspects were taken 
from vartous home-reading programmes which were discussed In 
the Review of Literature. Each section of the final questionnaire 
will now be discussed. 
Section 1, Question~ 
The first section of the questionnaire deals with demographic data 
and is important in gaining an overall picture of the sample group. 
43 
_,_ ·--:~--- ;. 
--:_·-- ____ , __ - _-· --""-- :'-_ 
Question 1 asl<S parents to specify the grade of their youngest chlld, 
in Grades 2-4. This information was used in the analysis of 
Research Question 5: Are there any significant differences /JQtween 
the responses of parents whose children are in Grades 2, 3, or 4? 
This question was asked In the areas of: length of time children 
spend doing reading homework, praise when a mistake in oral 
reading is corrected, practising before reading aloud, and the 
frequency of story reading to children. 
Q)lestion 2 asks parents to Indicate if they have teacher training In 
any area. This Information was deemed necessary as teacher 
training could have some effect on the way parents deal with their 
children's reading in the home. 
Q)lestion 3 asks parents to indicate the person who is usually 
Involved with their children's reading homework. This question 
relates to Research Question 3: Who is usually involved in children •s 
reading homework? It was found in the literature that mothers are 
usually more involved in their children's home reading activities 
than fathers (Builder, 1980; Rlvalland, 1994 ). 
Section 2. Questions 4 and S 
This section of the questionnaire relates to Research Q)lestion 1: 
How long do children spend each night, on average, doing reading 
homework? Question 4 deals with reading homework completed 
orallx, and question s deals with reading homework completed 
~ently. Both oral readlng and silent reading appear to be 
important for the progress and development of children's reading 
skills (Clay 1991; Sloan and Latham, 1931). 
--·-----
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Section 3, Questions 6-8 
This section of the questionnaire relates to Research Question 2(b ): 
To what extent do parents discuss reading material with their 
children? Question -, deals with discussion before reading aloud 
and silently, question 7 deals with discussion durlng reading aloud 
and silently, and question 8 deals with discussion after reading 
aloud and silently. The Importance of discussion of reading 
material has been examined In the literature on home reading In 
terms of parents reading to children and in terms of children 
reading to parents (Butler, 1986; Elkins and Spreadbury,1992; 
Flood, 1977; Grlftlths and Hamilton, 1984; McNaughton et al.,1981; 
Wells, 1982). 
Section 4. Questions 9-11 
This section of the questionnaire relates to Research Qpestlons 2(a): 
Do parents allow their chlldren to practise reading on their OWII 
before listening to them read aloud?, 2(f): Do parents praise their 
children if they correct a mistake made during reading?, and 2(h): 
Do parents encourage children to observe punctuation marks? 
Question 9 deals with rehearsal before reading aloud. Builder 
(1991), fou.nd that 70% of parents believed children should not 
practise before reading aloud. However, if children read on their 
own before reading aloud they have the opportunity to self-correct 
when something doesn't make sense or when they believe a 
mistake has been made. Studies by Clay revealed that children 
who could self-correct made good progress In reading (1991, 
p.304). Question 10 deals with praise after a mistake has been 
corrected during oral reading. Many recent home reading 
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programmes have encouraged parents to use mistakes In reading as 
teaching opportunities and to praise children for correcting these 
mistakes (Bartlett et al., 1984; Griffiths and Hamilton, 1984; 
Mackenzie and Amiet, 1985; McNaughton et al., 1981). Question 11 
deals with attention to punctuation during oral reading. Burns, Roe, 
and Ross (1988, p.212) clalm that following punctuation assists In 
maintaining meaning while reading aloud. 
Section 5, Question 12 
This section of the questionnaire relates to Research Question 2(e): 
Do parents praise and/or reward their children for reading 
correctly? Question 12 contains 4 items (and an 'other' Item) which 
deal with praise during and after correct reading, and reward after 
correct reading. Praising children, (as discussed in respect to 
question 10 In the questionnaire), has been shown to play a 
slgnitlcant role In many home-reading programmes (Bartlett eta!., 
1984; Griffiths and Hamilton, 1984; Mackenzie and Amlet, 1985; 
McNaughton etal., 1981). McNaughton etal. (1981, p.ll) suggest 
that pralse and reward are similar in that they are both positive 
consequences, although praise Is a verbal form of recognition and 
reward Involves some kind of action, such as being given a token or 
being allowed to participate In a desirable event 
Section 6. Questions 13-14 
This section of the questionnaire relates to Research Questions 2(c): 
What do parents do when tlleir children misread the text but it still 
makes sense? aud 2(d):Whatdo parents do wllen their children 
misread the text so that it doesn't mal'e sense? Each of questions 
13 and 14 contain 5 items and the 'other' Item. Qllestion 13 deals 
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with errors that make sense and question 14 deals with errors that 
do not make sense. Both questions contain 5 Items concerned with 
how parents respond to children's errors in oral reading, these 
being: Ignoring a mistake, immediately telling children the correct 
word, delaying telling children the correct word, immediately 
encouraging children to correct the mistake themselves and 
delaying encouragment for children to correct the mistake 
themselves. 
If parents Immediately respond to errors, children do not have an 
opportunity to self-correct However, by delaying their response 
children do have this opportunity. If children are to become 
Independent readers they need time to self-correct when errors 
occur (Allington, 1977; Clay, 1991; Mackenzie and Amiet, 1985; 
McNaughton et al., 1981; van Laar, 1989). If children are told the 
correct word when an error has occurred they can not apply their 
own reading strategies to the situation but If they are encouraged 
to correct the mistake themselves then they can attempt to use 
their reading strategies to help solve the problem. 
Section 7, Questions 15-16 
This section of the questionnaire relates to Research Question 2(g): 
What strategies do parents encourage their children to use when 
they have difficulty reading aloud? Question 15 deals with reading 
strategies encouraged by parents when children come to a word, 
stop and say nothing, and question 16 deals with reading strategies 
encouraged by parents when children have difficulty reading a 
word and only read part of it QJ.testion 15 contains 7 Items and 
question 16 contains 81tems. Each of these questions also Includes 
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the 'other' item. Five items In questions 15 and 16 examine 
particular strategies which parents may encourage their children to 
use, which are: looking at the pictures, leaving the word out, 
starting to read the sentence again, guessing the word, and 
sounding out the word. These strategies can be practised by 
children on their own during silent or oral reading and they have 
the potential to help children to become Independent readers. Of 
these strategies, the first four are predominantly reader-driven and 
could be said to follow a top-down model of reading {Upson & 
Wixson, 1991, p.lO), the fifth Is text-driven and could be said to 
follow a bottom-up model of reading (Upson & Wixson, 1991, p. 8). 
Two Items in questions 15 and 16 examine strategies used by the 
parents but not by the children, which are: sounding out the word 
for the children and telling the children the word. These two 
strategies require the intervention of another person and can not 
be used by children on t11eir own. Q)Jestion 16 Includes an extra 
item which relates to encouraging the children to keep trying. 
Section 8, Questions 17 and 18 
This section of the questionnaire relates to Research Questions 4(a): 
How frequently do children have stories read to them? and 4(b): 
Do parents believe tbat reading stories to tbeir children will help 
them to become good readers? The questionnaire includes two 
items (questions 17 and 18) about parents and/or other people 
reading to children in the home environment The literature shows 
that there can be many benefits when parents read to their 
children from an early age (Adams, 1990; Clay, 1991; Dombey,l992; 
Elldns and Spreadbury, 1992; Elley, 1989; Stricldand and MmTow, 
1989; Trelease, 1989). These benefits include enhancing 
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vocabulary acquisition (Elley, 1989; Senechal & Cornell, 1993) and 
preparing children for learning to read (Clay, 1991; Elklns & 
Spreadbury, 1992; Strickland & Morrow, 1989; Trelease, 1989). 
Section 9, Questio!ls 19-21 
This section of the questionnaire contains open-ended questions 
and was Included to confirm and expand parents' responses to the 
closed questions. Q)Iestion 19 deals with discussion of reading 
material, question 20 deals with providing help when children read 
aloud, and question 21 allows parents to make any further 
comments about their children's home reading. 
It has been mentioned that there are three closed questions 
(numbers 6, 7, and 8) in the questionnaire which examine the 
frequency and timing of parents' discussion of reading material 
with their children. Question 19 in this open-ended section of the 
questionnaire further examines discussion of reading material and 
asks parents to write the kinds of things they discuss with their 
children. Question 20 asks parents what they believe are the best 
ways of helping their children with reading aloud. This question 
was Included to provide parents with the opportunity to expand on 
any aspect of home reading in relation to reading aloud which they 
feel is Important. Question 21 allows parents to make any other 
comments about home reading. It gives them the opportunity to 
add anything which may not be examined In the questionnaire 
and/or to clartzy any of their responses to particular questions. 
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Procedure 
The Pilot Stll!;ly 
The preliminary q uest!onnalre was piloted In the year preceding 
the study. Principals of two schools, who were known to the 
researcher, were contacted by telephone and asked If they would 
find S-6 parents wllllng to complete the questionnaire. A further 
two parents who were known to the researcher and one parent who 
was a lecturer at Edith Cowan University also completed the 
questionnaire. A total of 11 preliminary questionnaires were 
Included In the pilot study. 
Following this procedure, the questionnaire was modified slightly 
according to the responses of the parents who participated In the 
pilot study. The five-point scale used for questions 6-16 was 
altered slightly In that 'hardly ever' was changed to 'not very often' 
as two parents Indicated that they were reluctant to choose 'hardly 
ever' because they felt it was virtually like saying they 'never' 
carried out the particular behaviour. The wording 'not very often' 
was felt to be less restrictive. 
Question 2, relating to the children's date of birth, was deleted as 
the Information was not deemed necessary for this study because 
the results were examined In terms of grade level rather than age. 
A question was also added, Question 3 In the final questionnaire, 
asking parents to indicate the person usually involved In their 
children's reading homeworl-. The reason for adding this question 
was to Investigate the proportion of mothers and fathers Involved. 
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Question 12 in the preliminary questionnaire (regarding praise and 
reward for correct oral reading) was expanded because many 
parents in the pilot study were unsure of what was meant by 
praise and/ or reward. This was clarified by providing examples of 
praise (saying "Well done") and reward (giving a sticker). Also, two 
parents in the pilot study pointed out that 'I praise my child' could 
mean after reading and/or during reading and that It could cause 
some confusion. It was therefore expanded into two separate 
Items: 'I praise my child while he/she reads', and 'I praise my child 
after he/she has read'. 
Individual items in questions 12-16 were allocated a letter symbol 
as It was reasoned that they would provide a quick and more 
accurate reference when analysing and discussing results. Also, If 
parents wished to comment on a particular item they could refer 
directly and accurately to that Item by using the question number 
and the letter of the Item. Page numbers were also added to the 
final questionnaire for the same reasons. 
For ease in responding to the short answer section of the 
questionnaire, question 17 parts (b) and (c) In the final 
qustionnalre became a separate question, renumbered as question 
18. Question 20 in the prellminruy questionnaire was reworded 
slightly from 'Do you have any other comments about what you do 
when your child reads?' to 'Would you like to make any other 
comments about reading that your child does at home?' as it was 
reasoned that parents may then make more general comments 
about their children's home reading experiences. 
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The cover letter to parents remained the same in the final 
questionnaire except the afternoon times to contact the researcher 
with any queries was changed slightly from 'after 3:05p.m.' to 'after 
3:30p.m.' and 'I am usually at school until about 4:00p.m.' was 
deleted as it was not deemed necessary. Also, the return date, 
Friday 11th March, was added to the final questionnaire. The 
instructions remained the same except that the reference 'Hook, 
1981, p.174' was deleted as this was not relevant. 
There were a few minor changes to the general appearance of the 
questionnaire. The style of type was changed only because the 
researcher began using another computer with a different 
programme. Therefore, the questionnaire was retyped. The 
Instructions at the top of the pages or leading up to a set of 
questions were underlined In the final questionnaire so they stood 
apart from the questions. To Improve readability, questions 6-8 
were spread out more In the final questionnaire as they looked 
cluttered In the preliminary questionnaire. Since modlflcations to 
the preliminary questionnaire were minor It was unnecessary to 
have another pilot study to trial the final questionnaire. 
Distribution and Collection of the Final Questionnaire 
Early In Term One of the school year (February, 1994) parents with 
children In Grades 2, 3, and 4 were Informed of the nature of the 
study during a parent··teacher information evening. This parent-
teacher information evening consisted of each class teacher 
conducting his/her own 'talk' with parents of children in his/her 
class In 1994. All parents who attended the evening were 
addressed at the one time. Approximately 75% of families were 
52 
__,..,~--~-~~·-,c..,.,-.,.~,~------~-~-,.___.,_--.----'"--------------------------
I 
I. 
r 
' 
' 
' i
I 
1. 
i 
r 
represented by a parent on the evening. The reseacher, who Is a 
teacher at the school, approached the teachers of Grades 2-4 before 
the Information evening and gave them an outline of the study and 
Its alms. The teachers were then handed a brief, written 
Introduction to the study (see Appendix C). They were given the 
choice of either reading this directly to the parents or using It as a 
guide to introduce the study to parents during the Information 
evening. Letters (see Appendix D) were then sent to parents In the 
students' homework diaries, which all students take home evecy 
day, seeking the parents' Involvement in completing the 
questlonnatres and Informing them of the date they would be sent 
home. One week later, all parents of children In Grades 2, 3, and 4 
at the school were Invited to complete the final questionnaire at 
home and return It to their children's class teachers In the 
homework diaries. Th~ parents had one week In which to return 
them. Two families who were away on holidays were not given 
questlonnatres. The questionnaires were given code numbers 
which made It possible to follow up those that were unreturned 
with reminder letters. These letters (see Appendix E) invited 
Interested parents to return the questlonnatres within the next few 
days. 
Data Collected From Class Teachers 
In order to address Research Question 6: Are there any significant 
differences between the responses of parents whose children are of 
different reading abilities?, each child involved In the study was 
rated by his/her class teacher as of weal<, average, or above 
average reading ability. The ratings were based on Individual 
teachers' perceptions, not on any standardized tests. This 
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Information was gathered In the year prior to the study because the 
children's teachers for the new school year had only known the 
children for a few weeks, as the questionnaire was sent out at the 
beginning of March. By doing this, the information was considered 
to be more accurate than If the new teachers had rated the 
children. However, 13 new children, in Grades 2, 3, or 4 who were 
recently enrolled at the school, were rated by their class teachers In 
the same year that the study took place. These ratings were 
matched to the appropriate questionnaires through the use of the 
code numbers. 
Analysis of Questionnaire Data, 
The responses to the questionnaire were entered and analysed In 
an SPSS for Windows data file. Responses to questions 6 to 16 were 
given a code number as follows: 
always 
5 
nearly 
always 
4 
about half 
the time 
3 
not very 
often 
2 
never 
1 
For ease of data presentation the responses to many questions were 
recoded and presented as follows: 
always or 
nearly always 
3 
about half 
the time 
2 
not very often 
or never 
1 
Where this has been done full tables of responses are provided In 
Appendix G. Further, responses to questions 4 and 5 on the 
questionnaire, regarding the length of time children spend doing 
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' ' reading homework, aloud and silently, each night, were allocated 
the following codes: 
0-Smlns 6-10mlns ll-15mlns 16-20mlns more than 20mins 
1 2 3 4 5 
Similarly, responses to question 17 on the questionnaire, regarding 
the frequency of story reading to children, were allocated the 
following codes: 
never 
1 
less than once 
a week 
2 
once a 
week 
3 
several times 
a week 
4 
every 
day 
5 
Similar codes were used In Analysis of Variance tests which were 
performed in order to answer Research Question 5: Are there any 
signiflcant differences between the responses of parents whose 
children are in Grades 2, 3, or 4? and Research Question 6: Are 
there any signlt1cant differences between the responses of parents 
whose children are of different reading ablllties? Research 
Question 5 was posed In order to investigate any significant 
differences In results between those parents who had children In 
different grades, and Research Q)lestlon 6 was posed In order to 
Investigate any significant differences between those parents who 
had children of different ability levels. Four selected areas of the 
questionnaire were examined In this way through the use of 
Analysis of Variance. These areas were: the frequency of story 
reading to chlidren; length of time children spend doing reading 
homework; praise when a mistake In oral reading Is corrected; and 
practising before reading aloud. The first two used the relative 
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codes of 1-5 and the latter two used the 'reduced' codes of 1-3. 
Analysis of Variance was limited to these four areas because there 
Is always a degree of error possible when using statistical tests 
(Best & Kahn, 1993) and the more tests used, the more likely it Is 
that chance results may occur. Based on a significance level of .OS, 
there Is a 1 In 20 chance of concluding that there is a difference 
between groups wben there Is actually no difference. Therefore, by 
limiting the number of Analysis of Variance tests, the possibility of 
a chance result Is reduced. 
For questions 18 to 21, which required short, written answers, 
categories of responses were created from the data by grouping 
similar types of responses. A tally was used to record each 
respondent's answers. A respondent's answers to a particular 
question may have been allocated to more than one category. For 
example, in response to question 19, If you discuss a book with 
your child what kinds of things do you discuss?, one parent's 
responses may have been allocated to categories such as the author, 
illustra Uons and characters. 
Open-ended question number 21, Would you like to make any 
other comments about reading that your child does at home?, was 
an optional question to which 89 parents (60%) chose to write 
comments in the space provided. While these comments were very 
interesting many did not appear to be directly relevant to this 
study. Therefore, only those comments which were considered 
relevant to the study were Included in the data analysis. 
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Excluded Questionnaire Data 
Of the 149 questionnaires returned, 6 had a large number of 
Incomplete responses. Three of these had many incomplete parts 
between questions 12 and 16. Therefore the data from these 3 
questionnaires were not used in the analysis of questions 12 to 16. 
However, the data from these 3 questionnaires were Included in the 
analysis of questions 1 to 11 and questions 17 to 21 because the 
information in these sections wa~ complete on 2 questionnaires and 
79% complete on the 3rd questionnaire. One of the 3 parents 
commented that their child was "not able to read", which probably 
explains why some questions were not answered on that particular 
questionnaire, as they would not have appeared to be relevant. Of 
the remaining three questionnaires with a large number of 
Incomplete responses, two questionnaires had many parts of 
questions 15 and 16 incomplete, so In the same way, data from 
these two questionnaires were not used In the analysis of questions 
15 and 16, but they were used for ail other questions. The last 
incomplete questionnaire had no responses on the page containing 
question 15, so data from this questionnaire were not used In the 
analysis of question 15. 
Four responses to various questions on other questionnaires were 
classified as invalid or non-responses because two boxes in one 
question were selected, where only one should have been selected. 
There were 19 missing responses to open-ended questions 18 to 20 
and 54 missing responses to individual items across the 
questionnaires between questions 1 and 17. Nevertheless, as there 
were 44 individual items from question 1 through to question 17 
this m~.ant that there were only one or two missing responses per 
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Item, on average. Also, one answer to question 18, part b, was 
considered Invalid because the answer did not make sense within 
the context of the question. 
Summary 
The Instrument used In thls study was a questionnaire designed by 
the researcher. Each Item In the q uestionnalre has been justified 
and has been discussed In relation to the research questions. In 
addition to the questionnaire, Information regarding reading ablllty 
levels of children were collected from class teachers. One hundred 
and forty-nine parents of children In Grades 2-4 participated In the 
study. This chapter also outlined the procedure for piloting the 
prelimlnazy questionnaire, the procedure for refining, distributing 
and collecting the final questionnaire, and the procedure for 
analysing the final questionnaire data. 
58 
., 
' 
-.1 
l 
i 
,1 
l 
I 
1 
Introduction 
Chapter 4 
Results and Discussion 
This chapter presents the results from the questionnaire data and 
related discussion. It also Includes a summary of the demographic 
data. Each section addresses one or more research questions and is 
subdivided Into Results and Discussion. Results and discussion in 
several areas of home reading are presented and appear in the 
following order. the length of time spent doing reading homework; 
practising before reading aloud; discussion of reading materlal; 
parents' responses to errors In oral reading; praise and reward 
during oral reading; reading strategies encouraged by parents; 
attention to punctuation during oral reading; the people Involved In 
children's reading homework; and reading stories to children. The 
chapter concludes with a summary of results, which outlines the 
major findings of the study. It should be noted that results are 
based on responses given by parents about what they did with 
their children. As such, the results are based on what parents lll!!l;! 
they did with their children, which may perhaps differ from what 
they actually did. 
Demographic Data I Description of Sample 
Results 
Parents who had more than one child of school age were asked to 
respond In terms of their youngest child In Grades 2-4 at school. 
There were 5 I respondents (34%) with a child In Grade 2, 52 (35%) 
with a child in Grade 3, and46 (31%) with a child In Grade4. 
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Children were rated by their class teachers as weal;:, average or 
above-average In ability and these ratings were matched to the 
questionnaires through the use of code numbers. There were 36 
respondents (24%) whose children were rated by their teachers as 
being of weal;: ability, 56 (38%) whose children were rated as being 
of average ability, and 57 (38%) whose children were rated as being 
of above average ablllty by their teachers. 
Thirty eight parents (26%) indicated that they had some type of 
teacher training and of these, 23 (16%) had early childhood or 
primary training. One hundred and eleven (74%) had no teacher 
training. 
Length of Time Spent Doing Reading Homework 
The first Research Question asked how long children spent each 
night, on average, doing reading homework. 
Results 
Results are displayed In Table 4.1. It can be seen that well over 
half of ail children in the study were reading for 0-10 minutes each 
night both orally (71%) and silently (62%), as reported by their 
parents. Few children (8%) were reading aloud for longer than 15 
minutes per night However, 18% of the children were reading 
,5Uently for more than 15 minutes each night. 
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Table4.1 
Length of Time Children Spent Doing Reading HQJ!!ework Each Night 
Length of Time Aloud(%) Silent(%) 
O-S min 32 34 
6-10mln 39 28 
ll-15mln 22 19 
16-20mln 7 7 
more than 20mln 1 11 
no response 0 1 
N= 149 
Also, one parent wrote, "You can't make children read for longer 
than they are Interested or If they don't !Ike the book", In response 
to question number 21 on the questionnaire, Would you like to 
make any other comments about reading that your child does at 
home? 
Discussion 
These results indicate that the majority of children were engaged In 
both oral and silent reading as part of their homework. The 
literature shows that both oral and silent reading play important 
roles In children's reading development. Reading aloud has been 
shown to be important for helping children develop useful reading 
strategies and In helping children to hear and correct err,Jrs If they 
occur (Clay, 1991, p. 251). Reading aloud also provides valuable 
practice on a one-to-one level (McNaughton eta!., 1981, p.ll). In 
contrast, reading silently is an Independent s!dll but one which still 
needs to be developed through practice and experience (Sloan and 
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l.atham, 1981, p.l33). While approximately one third of children 
from this sample read silently for only 0-5 minutes each night, just 
over one third of children read silently for more than 10 minutes 
each night. It must be remembered that this was only reading 
homework and did not include other silent reading which may have 
occurred in the home. 
Reading i.lloud to an audience would be difficult to maintain for long 
periods of time, although people frequently read silently for many 
hours at a time. This Is reflected In the results, in that the 
percentage of children who were said by their parents to read for 
longer than 15 minutes was lower for reading aloud (8%) than it 
was for reading silently (18%). Some Information in the literature 
on length of time spent reading aloud suggests that oral reading 
sessions should be kept short, somewhere between 10-15 minutes 
(Bartlett eta!., 1984; Griffiths and Hamilton, 1984). 
The fact that one third of the children reportedly spent 5 minutes 
or less on oral reading and one third of the children reportedly 
spent 5 minutes or less on silent reading could be some cause for 
concern by the children's teachers, given that home reading at th:S 
particular school forms an integral part of the language programme 
and i.s set every weeknight by the class teachers. Perhaps more 
detailed guidelines about length of time spent doing reading 
homework needs to be established for some parents and some 
children might well benefit from their parents being more aware of 
the advantages of doing reading homework, such as reading 
practice on a one-to-one level. 
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Sjgnl!lcagt Differen~:es Between Children of Different Grades 
omd of Different Abilities 
In relation to the length of time spent doing reading homework, 
Research Question 5 asked If there were any significant differences 
between the responses of parents whose children were in Grades 2, 
3, or 4. Research Question 6 asked if there were any significant 
differences between the responses of parents whose children were 
of different reading abilities. 
Results 
It should be noted that the mean 5cores given below do not directly 
indicate the amount of time spent reading, but they do relate to the 
data analysis codes of 1-5, which were explained in the 
Methodology chapter under the heading of Analysis of 
Qpest/onnatre Data. 
A one-way Analysis of Variance revealed that the difference in the 
time spent reading aloud by children in Grade 2 (M = 2.16), 
children In Grade 3 (M = 2.21) and children in Grade 4 (M = 1.80), 
approached but did not reach significance F(2,146) = 2.69, J2 = .07. 
However, there was a significant difference in the time spent 
reading silently by children in Grade 2 (M = 1.84), children in Grade 
3 (M = 2.36) and children In Grade 4 (M = 2.82), F(2,144) = 7.27, Jl= 
.001. A Scheffe test indicated that children in Grade 4 were doing 
more silent reading homework than children in Grade 2. 
A one-way Analysis of Variance also revealed that there was no 
significant difference In the time spent reading ;Maud by children of 
a weaker reading ability (M = 2.08), children of an average reading 
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ability (M = 2.14) and children of an above-average reading abnity 
(M = 1.98), F (2,146) = .41,!! = .66. However, there was a significant 
difference In the time spent reading silently by children of a 
weaker reading ability (M = 1. 7 4 ), children of an average reading 
ability (M = 2.27) and children of an above-average reading ability 
(M = 2.75), E (2, 144) = 6.99, n = .001. A Scheffe test indicated that 
children of an above-average ability were doing more silent 
reading homework than children of a weaker ability. 
Discussion 
The results of the Analysis of Variance tests Indicate that the 
children In Grade 4 were doing more s!lent reading homework than 
the children In Grade 2. It is possible that this Increase In length of 
time spent doing silent reading homework from Grade 2 to Grade 4 
could continue as children get older. There may also be a particular 
age where the Increase in time spent doing silent reading 
homework starts to level off. 
It Is not surprising that children In Grade 4 were doing significantly 
more silent reading homework than children In Grade 2 because, as 
children get older and become more Independent in their reading, It 
would be expected that they would do more silent reading. In fact, 
Builder (1991, p. 33) claims that "children of primary-school age 
need to Increase the proportion of time spent reading silently as 
they progress through their school years." As children become 
more proficient they are likely to move from reading picture books 
to reading longer stories and novels which can hold a reader's 
attention for longer periods of time. Also, it may be that the 
teachers of the older children were setting homework which 
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demanded more silent reading than oral reading. 
Significant differences In time spent doing reading homework 
occurred between the ability levels for silent reading but not for 
Q!J!! reading, a result similar to that for grade levels. Children of an 
above-average reading ability were doing significantly more silent 
reading homework than children of a weaker reading ability. It 
seems that reading is a skill which is developed through practice at 
reading (Allington, 1977; Clay, 1979; Samuels, Schermer and 
Reinking, 1992; Stanovlch, 1986; Trelease, 1989). Thus, the above-
average readers, who were doing more reading homework, would 
be likely to improve further, while the weaker readers, who were 
doing less reading homework, would be likely to fall further behind 
their more able peers. Stanovlch ( 1986) suggests that this is a case 
of "the rich get richer and the poor get poorer". However, it must 
be remembered that the results of this part of the study only 
considen."<< reading homework and did not take into consideration 
other reading completed at home or at school. It Is not possible to 
ascertain In this study whether the increased time spent doing 
silent reading homework resulted in children being more able 
readers, or if those children read more because they were better at 
the task. Stanovich ( 1986) has suggested that It Is likely that the 
relationship between reading ability and time spent reading is 
reciprocal. 
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Practising Before Reading Aloud 
Research Ql,lestion 2(a) asked If parents allowed their children to 
practise reading on their own before listening to them read< loud. 
Results 
Ninety-three parents (62%) reported that they hardly ever or never 
allowed their children to practise reading, 20 (13%) reported 
allowing them to practise about half the time, and 34 (2:3%) 
reported nearly always or always allowing them to practise. Two 
respondents ( 1 %) did not answer the question. 
Discussion 
The results show that just under two-thirds of the parents (62%) 
did not allow their children to practise prior to reading aloud, on a 
regular basis. Similarly, a parent reading survey by Builder (1991) 
revealed that most parents (70%) believed that children should not 
practise before reading orally. 
Builder (1991, p.34) claims that rehearsal of a text before reading 
aloud to an audience helps to Improve expression and fluency. It Is 
possible that parents may be concerned that If they allow their 
children to practise reading the text on their own, then they will 
not know whether their children ex!)erience Initial difficulties with 
the text and can overcome these on tl1elr own. Nevertheless, self-
correction is an Independent reading sldll which can be developed 
during the Initial practice (Builder, 1991), and the abl1ity to self-
correct when errors occur is Important for children's reading 
progress (Clay, 1991). It is also Important to note that young 
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readers, of the age of those in this study, seem to pick up more 
errors when they read aloud than when they read silently because 
they are hearing the errors (Clay, 1991, p.251) and may pick up a 
discrepancy between what they hear and what they see on the 
page. It thus seems that young readers may derive more benefit 
from rehearsing the text aloud than from rehearsing the text 
silently. 
Unprepared oral reading may be valuable In the diagnosis and 
remediation of reading weaknesses. However, class teachers or 
specialist reading teachers are the people usually Involved In such 
procedures. Therefore, It may not be appropriate for parents also 
to adopt the role of testl"r or corrector when teachers ask them to 
!Men to their children read (Builder, 1982, p.221). Eventually 
children wlll not be able to rely on their parents or other adults for 
help when they have difficulty reading. By providing them with 
the opportunity to practise before reading to an audience, adults 
may be assisting children to become more Independent In their 
reading. 
Significant Differences Between Children of Different Grades 
and of Different Abilities 
In relation to practising before reading aloud, Research Question 5 
asked if there were any significant differences between the 
responses of parents whose children were In Grades 2, 3, or 4. 
Research Question 6 asked if there were any significant differences 
between the responses of parents whose children were of different 
reading abilities. 
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Results 
It should be noted that the mean scores given below relate to the 
data analysis codes of 1-3, which were explained In the 
Methodology chapter under the heading of Analysis of 
Questionnaire Data. 
A one-way Analysis of Variance revealed that there was a 
significant difference in the frequency with which parents allowed 
their children to practise before reading aloud for children in Grade 
2 (M = 1.86), children in Grade 3 (M = 1.44) and children in Grade 4 
(M = 1.49), F(2,144) = 3.84, u = .02. A Scheffe test indicated that 
the parents of children In Grade 2 allowed their children to practise 
more often before reading aloud than did parents of children in 
Grade3. 
A one-way Atllalysls of Variance revealed that there was a 
significant difference in the frequency with which parents allowed 
their children to practise before reading aloud for children of a 
weaker reading ability (M = 1.76), children of an average reading 
ability (M = 1. 79) and children of an above-average reading ability 
(M = 11.32), E (2, 144) = 5.60, 1! = .004. A Scheffe test indicated that 
the children of a weake,· ability were allowed to practise more 
often than children of an above-average abiliey. Children of an 
average ability were also allowed to practise more often than 
children of an above-average ability. 
Discussion 
The results indicate that parents of children In Grade 2 allowed 
their children to practise more often before reading aloud than did 
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parents of children In Grade 3. Also, children of an average or a 
weaker ability (as categorized by their teachers), were allowed to 
practise more often than children of an above-average ab!llty (as 
categorized by their teachers). It Is the children of average and 
weaker ablllty levels who may need more practice before reading 
aloud In order to compl.ete the reading task more confidently and 
fluently. However, It seems that the frequency of practice is still 
very low for the children of average and weaker a bill ties, and even 
lower for the children of above-average abilities, as Indicated by 
the mean scores of 1. 76 for children of weaker abilities, 1. 79 for 
children of average abilities, and 1.32 for children of above-average 
abllltles. A mean score of 1.0 would indicate that the parents on 
average allowed their children to practise not very often or never, a 
score of 2.0 would indicate that the parents on average allowed 
their children to practise about half the time, and a mean score of 
3.0 would Indicate that the parents on average allowed their 
children to practise nearly always or always. Therefore, the mean 
scores for weaker readers and average readers of 1. 7 6 and 1. 79 
respectively fall a little below 'about half the time', which appears 
to indicate that on average these children were allowed to practise 
less than half the time. 
While children of above-average abilities may not need as many 
opportunities to rehearse texts as weaker and average readers It Is 
Important to remember that the Grades 2-4, which are the focus of 
this study, can be very Influential years In children's schooling. 
Further, It is likely that most children would feel more confident If 
they were familiar with the text before reading it aloud to their 
parents than If they were not. 
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Discussion of Reading Matertal 
Research Question 2(b) asked to what extent parents discussed 
reading material with their children. 
Results 
Figure 4.1 shows the frequency and timing of parents' discussion of 
reading matertal with their children, as reported by the parents. 
Parents were asked to include all reading situations, not just 
reading homework. 
Response Frequency 
rm nearly always 
to always 
~about haft the time 
0 not very often 
to never 
0 -'--:-'-~---'-'--~--'-"-~-'__l_-~-'-.L~-j_j--.---J'-J .missing 
befure-aloud during-aloud after-aloud 
before-silent during-silent after-silent 
Time When Discussion Occurred 
Figure 4. 1. Percentages of parents who discussed reading material 
with their children before, during, and after silent reading and 
reading aloud. 
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As can be seen In Figure 4.1, 48% of parents nearly always or 
always discussed a book or story during the time when their 
children read aloud and 53% of parents did the same after their 
children had read aloud. Less discussion occurred when children 
read silently. The least amount of discussion occurred before 
children read, either aloud or silently. Only 19% of parents nearly 
always or always discussed a book before their children read aloud 
and only 9% of parents did so when their children read silently. At 
all of these 3 stages of reading (before, during and after), for both 
oral and silent reading, 25-36% of parents discussed the book or 
story about half the time. 
Table 4.2 shows the parents' responses to question 19 on the 
questionnaire, If you discuss a book with your child what kinds of 
things do you discuss? The responses of many parents indicated 
that they discussed several topics. 
Further topics not listed In Table 4.2 but discussed by 4 or fewer 
parents were as follows: what they would do In the same situation; 
comparing It to other stories; applying non-fiction Information to 
real life; rhyming words; length of story; dedication; blurb; 
publishing details; what sort of people the book was written for; 
why the book was chosen; and how to •sound out' new words. Four 
respondents (3%) did not answer the question. 
Discuglon 
Figure 4.llndicates that more discussion of reading material 
occurred during and after reading aloud than before reading aloud. 
Many parents (68%) discussed a book about half the time or more, 
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Table4.2 
The Most Common Topics Discussed by Parents and Childfl:n When 
Reading Books Together 
Topic of Discussion 
events in story or facts in book 
cha.racters 
feelings (favourite, happy, sad, and/or interesting parts) 
illustrations 
Interesting/new concepts, words and/or phrases 
morals or special messages 
actions and/or attitudes of characters 
author 
predicting what might happen next 
relevance to own life 
type of book (eg. non-fiction, fiction, humorous, serious) 
illustrator 
why things happened and/or consequences 
ending 
setting 
cover page (Including title) 
alternate endings 
anything child comments on or asks about 
N = 145 Many parents discussed more than one topic. 
Number of 
Responses 
75 
43 
42 
38 
26 
24 
19 
18 
17 
15 
13 
12 
10 
8 
8 
8 
7 
6 
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after their child had read silently. In contrast, few parents 
discussed a hook before their child read either silently or aloud. 
At all three stages of the reading session; before, during, and after; 
discussion occurred more often when children were reading aloud 
than when they were reading silentlx. This result Is not 
unexpected, as when parents listen to their children read aloud 
they would be more likely to follow the story with their children 
and discuss it, than when their children read silently. When 
children read silently no attention is required from the adult unless 
the child Initiates It, and therefore It Is quite likely that parents 
would not discuss a story read silently. 
Comprehension can be developed by discussing reading material 
(Carr and Ogle, 1987; Wells, 1982). A child's knowledge on a 
particular topic can be activated before reading when discussion 
occurs before reading takes place. Discussion before reading helps 
to activate schema about the topic or theme of the book which, In 
tum, can assist children in maictng predictions as they read and can 
also assist In comprehension of the text. Activating appropriate 
schema allows children to "relate incoming information to already 
known Information" (Wallace, 1992, p.33 ). Further, discussion 
before reading may provide parents with an Idea of how much 
their children already know about the subject of a book. Parents 
may then have a better Idea of how much prompting may be 
required If their children experience difficulties reading the text. 
(See the following section, Parents' Responses to Errors in Oral 
Reading, for further discussion on prompting.) 
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Many reading strategies such as Reciprocal Teaching (Pallncsar and 
Brown, cited In Upson and Wixson, 1991, pA88), Know-Want to 
Know-Learned or K-W-L (Carr and Ogle, 1987), Directed-Reading-
Thinking Activity or DRTA (Stauffer, cited ln Upson and Wixson, 
1991, p.579), Experience-Text Relationship or ErR (Au, 1979), and 
Discussion-Aided Analytical Reading or DAAR (Sloan and Latham, 
1981, p.242) Involve discussion and prediction before, during and 
after reading. All of these strategies engage children in making 
realistic predictions prior to reading and discussing predictions 
during and after reading. They also encourage students to be 
actively Involved In their reading. Similar strategies were: used In 
the Partnership foe Family Reading Program (Handel, 1992) In 
which parents were trained to encourage their children to make 
predictions prior to reading as well as being trained In the use of 
other reading comprehension strategies. 
The researchers Involved In two home reading programmes, PACT 
(Griffiths and Hamilton, 1984) and the Mangere Home and School 
Project (McNaughton et al., 1981 ), found that dtscusslon of reading 
material was useful in enhancing children's reading development. 
Discussion of the text after reading may help to promote reflection 
and critical thinking, which are Important aspects of becoming a 
successful reader (Freebody, 1992; Goldenberg, 1992). 
In spite of the large amount of research which Indicates the 
benefits of discussion before. during and after reading, some 
parents In the present study appeared to be involved In discussion 
during and after reading but few appeared to be Involved in 
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discussion before reading; and other parents In the present study 
appeared to be Involved In little to no discussion at all. 
Not only are tbe timing and frequency of discussion Important, but 
the topics discussed are also important for tbe development of 
reading and comprehension skills. Bums, Roe and Ross (1988, 
p.230) describe four levels of comprehension, tbese being: literal, 
which involves ideas tbat are directly stated in tbe text; 
Interpretive, which extends to inferring information which is not 
directly stated in tbe text; critical, which involves evaluating tbe 
text; and creative, which requi:es extension of ideas beyond tbose 
in the text. Thus, comprehension is much more than just taking in 
tbe ideas stated In tbe text. Freebody (1992), Traves (1992) and 
Adams and Bruck (1993) believe that a literate individual should 
be able to comprehend at all levels. 
Figure 4.2 indicates tbat four of the five most common topics of 
discussion: events in the story; characters; illustrations; and 
interesting/new concepts, words and /or phrases; were most likely 
based on literal aspects of tbe text. Only one of tbe five most 
common topics, feelings, was appears to be based on Inferential 
and/or creative aspects of tbe text. However, it is possible tbat 
when parents and children discussed events in tbe story, 
characters, illustrations r Interesting words and phrases, some 
Interpretive or critical discussion may have taken place. Without 
knowing tbe direction ofthe discussions it is Impossible to say 
exactly how much literal, interpretive, crttical or creative discussion 
occurred. A few other topics of discussion identified by tbe parents 
suggest that interpretive and/ or critical aspects of the text were 
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discussed by some parents, these topics were: morals or spedal 
messages, predicting what might happen next and why things 
happened and/or consequences. Creative and critical thinking may 
wet\ have occurred when some parents and children discussed 
alternate endings and relevance to own life. All other topics were 
likely to be more literal than Interpretive, critical or creative. 
Parents' Responses to Errors In Qrnl Reading 
Research Question 2( c) asked what parents did when their children 
misread the text but It still made sense. 
Results 
Figure 4.2 shows how parents reported that they responded to their 
children's errors in oral reading that did make sense. The number 
of subjects included in Figure 4.2 Is 146. Three other missing 
responses are not shown, one in part (a), and two In part (c). 
As can be seen In Figure 4.2, when children made errors in oral 
reading that made sense, 33% of parents always or nearly always 
immediately told their children the correct word and 12% of 
parents did the same at the end of the sentence. Fifty three 
percent of parents always or nearly always encouraged their 
children to correct the mistake themselves as soon as it occurred 
and 23% of parents always or nearly always encouraged their 
children to correct the mistake themselves at the end of the 
sentence in which the error occurred. Sixty nine percent of parents 
not very 0ften or never ignored the mistake. 
76 
' ·) 
:! 
j 
l 
I 
J 
'5 
f 
a c e 
Parents' Responses to the Errors 
Response Frequenc 
ll!iill nea~y always 
to always 
~about half the tirr 
0 not very often 
to never 
Figure 4.2. How parents responded to their children's errors in oral 
reading that made sense. 
Note: a - parents immediately told their children the word; 
b - parents ignored the mistake; 
c - parents immediately encouraged their children to correct the mistake 
themselves; 
d - parents waited until the end of the sentence and then told their children the 
word; 
e - parents waited until the end of the sentence and then encouraged their 
children to correct the mistake themselves. 
In addition, in answer to open-ended question number 20 on the 
questionnaire: What do you think are the best ways of helping your 
child with reading aloud?, one parent wrote, "telling them the word 
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teaches them nothing", and another parent wrote, "when stuck on 
words walt - they often correct words themselves and sound out 
words. Talk about the subject - they may work out what the word 
should be." 
Discussion 
Figure 4.2 indicates that only 20% of parents nearly always or 
always ignored a mistake when an error made sense (column b), 
which suggests that these parents placed more emphasis on 
meaning than on word Identification. In relation to reading models, 
these 20% of parents were apparently influenced by either a top-
down model (where meaning is more important than accurate word 
Identification), m: an Interactive model (where meaning and 
accurate word Identification are both important). The results also 
indicate that 69% of parents never or not very often ignored a 
mistake when an error made sense. This suggests that the majority 
of parents either placed more Importance on word ldentlflcation 
than meaning (showing they were Influenced by a bottom-up 
model of reading) or they placed Importance on both word 
identlflcation and meaning (showing they were influenced by an 
interactive model of reading). 
Figure 4.2 indicates that more parents Immediately attended to 
errors (columns 'a' and 'c') than parents who waited until the end of 
a sentence before attending to errors (columns 'd' and 'e'). When 
parents Immediately correct or point out errors, children are not 
given time to self-correct. If time Is allowed for self-correction 
before providing children with help then they are more likely to 
become indeper.dent readers (Allington, 1977; Clay, 1991; 
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Mackenzie and Amlet, 1985; McNaughton eta!., 1981; van Laar, 
1989). Allington (1977, p.59) suggests that parents should not 
continually Interrupt children as they read, and that asking 
children If something made sense Is the only Interruption actually 
necessary. 
As Indicated In Figure 42, column 'c', the most common response by 
parents to errors that made sense was to encourage their children 
to correct the mistakes immediately themselves. In other words, 
the children were being prompted by their parents to correct the 
mistakes. Prompting children after a mistake was made, rather 
than telling them the correct word, was a successful strategy 
encouraged in home reading projects by McNaughton et eL (1981), 
and Bartlett et a!. ( 1984 ). Parents Involved in these projects were 
only to tell their children the correct word If the children's attempts 
after prompting had not been successful. Further, in the study by 
McNaughton eta!. (1981) parents were encouraged to walt for self 
correction, rather than to prompt Immediately. If parents were to 
continually tell their children the correct word each time a 
difficulty arose, then children would not be given opponunlties to 
practise their own strategies for solving difficult words, and 
therefore their development as Independent readers would be 
hindered 
Research Question 2(d) asked what parents did when their children 
misread the text so that It didn't make sense. 
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Results 
Figure 4.3 shows how parents reported that they responded to their 
children's errors in oral reading that didn't make sense. The 
number of subjects inducted in Figure 4.3 is 146. Six other missing 
responses are not shown, one in part (a), two in part (b), two in part 
(d), and one in part (e). 
a b c e 
Parents' Responses to the Errors 
Response Frequenc1 
ifi nearly always 
to always 
Wjjabout half the timt 
D not very often 
to never 
Figure 4.3. How parents responded to their childen's errors in oral 
reading that didn't make sense. 
Note: a - parents immediately told their children the word; 
b - parents ignored the mistake; 
c - parents immediately encouraged their children to correct the mistake 
themselves; 
d - parents waited until the end of the sentence and then told their 
children the word; 
e- parents waited until the end of the sentence and then encouraged their 
children to correct the mistake themselves. 
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As can be seen In Figure 4.3, 36% of parents always or nearly 
always Immediately told their children the correct word when an 
error that didn't make sense occurred and 6% of parents did the 
same at the end of the sentence. Seventy percent of parents always 
or nearly always encouraged their children to correct the mistake 
themselves as soon as It occurred and 21% of parents always or 
nearly always encouraged their children to correct the mistake 
themselves at the end of the sentence In which the error occurred. 
Ninety two percent of parents not very often or never Ignored the 
mistake. 
Discussion 
When comparing Figure 4.3 with Figure 4.2, there Is a similar 
overall pattern of parents' responses to errors that made sense and 
parents' responses to errors that didn't make sense. (The smallest 
variation was a difference of 1% [column 'a', response 'not very 
often to never'] and the greatest variation was a difference of 23% 
[column 'b', response 'not very often to never']). Nevertheless, the 
patterns of responses are more extreme in Figure 4.3. 
Column 'b' of Figures 4.2 and 4.3 Indicate that more parents nearly 
always or always ignored errors that did make sense (20%) than 
errors that didn't make sense (less than 5%). These results suggest 
that some parents were more concerned with meaning than with 
exact word identification. 
Figure 4.3 Indicates, for errors that didn't make sense, that far more 
parents immediately attended to the errors (colunms 'a' and 'c') 
than waited until the end of a sentence before attending to the 
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errors (columns 'd' and 'e'). This result Is similar to that for errors 
which made sense. However, more children were given tl1111e to 
self-correct when an error made sense than when an error didn't 
make sense. If children's attention is immediately drawn to an 
error, then they are denied the opportunity to self-correct 
As shown in Figure 4.3, prompting children to correct a mistake 
immediately was by far the most common response to errors that 
didn't make sense (column 'c'), a strategy used by 87% of parents at 
least half of the time. Immediately telling children the correct 
word was the next most common response (column 'a'), a strategy 
used by 49% of parents at least half of the time. The third most 
common response was prompting children to correct errors at the 
end of a sentence (column 'e'), which was used by 32% of parents at 
least half of the time. If children are prompted or given clues to 
help them identify a difficult word, Without actually being told the 
word, then they can attempt to use their reading strategies to help 
solve the problem. If these strategies are practised during home 
reading it is likely that the children would be able to use them 
without being prompted by an adult, thus enabling them to become 
independent readers. Tllis was the approach used by McNaughton 
et al. in the Mangere Home and School Project(1981). 
Praise and Reward During Oral Reading 
Research QJ.testion 2(e) asked if parents praised and/or rewarded 
their children for reading correctly. 
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Results 
Table 4.3 shows the reported frequency and timing of parental 
praise and reward for oral reading. It Indicates that the majority of 
parents always or nearly always praised their children during 
(81%) and after (94%) reading aloud. Very few parents (4%) always 
or nearly always rewarded thelr children after reading and few 
(8%) rewarded thelr children about half the time after reading. 
Thirteen parents wrote comments about praise or reward in the 
'other' section for this question. Five parents indicated that cuddles 
or hugs were used to reward their children; one parent Indicated 
that more books were bought for his/her child; one parent let 
his/her child choose another book to read or have It read aloud; one 
parent played games with his/her child after reading; one parent 
had a 'point system' which was used; one parent encouraged the 
other parent or sister of the child to give praise and special 
recognition for the reading; one parent shared the child's efforts 
with another family member or friend; one parent thanked the 
child for sharing the story; and one other parent wrote that a 
'special reward' may have been given for tackling something 
difficult 
In addition, in response to question 20 in the questionnaire, What 
do you think are the best ways of helping your child with reading 
aloud?, 44 parents (30%) Indicated that they felt praise and/or 
encouragement were important. 
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Table4.3 
Percentage of Parents Who Praigd or Rewarded Their Children for 
Correct Oral Reading 
Frequency Praise During Praise After Reward After 
Reading(%) Reading(%) Reading(%) 
Nearly Always 81 94 4 
or Aiwa:•s 
About Half 8 5 8 th .., .. e .. !.me. 
Not Very Often 12 1 88 
or Never 
N= 146 
Research Question 2(f) asked if parents praised their children if 
they corrected a mistake made during reading. 
Results 
One hundred and thirty five parents (91%) indicated they nearly 
always or always praised their children when they corrected a 
I:listake, 9 (6%) indicated they praised their children for correcting 
mistakes about half the time, and 4 (3%) indicated they hardly ever 
or never praised their children for correcting mistakes. One 
respondent ( 1 %) did not answer the question. 
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Discussion 
Tab!e 4.3 indicates that praise for correct reading both during (81%) 
and after (94%) reading appeared to be very common. However, 
12% of parents said that they rarely or never praised their children 
during reading. l'Jost parents (91%) also said that they usually 
praised their children for correcting mistakes. Only 3% hardly ever 
or never praised their children for correcting mistakes. As has 
been shown in the literature review, praise has been an important 
part of many successful home reading programmes (Griffiths and 
Hamilton, 1984; Mackenzie and Amlet, 1985; McNaughton eta!., 
1981). However, McNaughton eta!. (1981) found that untrained 
parents gave very little praise to their children. It is possible that 
the parents in the present study felt that they were frequently 
praising their children when in fact they were not doing it as often 
as they thought. It is also possible that the present sample of 
parents praised their children more than the parents in 
McNaughton et al's. sample. 
While Table 4.3 Indicates that very few parents ( 4%) rewarded 
their children after they had read correctly, the comments made by 
13 parents suggest that many more children may actually have 
been rewarded in personal ways, such as being given hugs or being 
read a story. Some parents may not have considered these 
personal forms of recognition as actual rewards because they are 
not materialistic in nature, unlike the example provided in the 
questionnaire, giving a sticker. 
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Significant Differences Between Children of Different Grades 
and of Different Abilities 
In relation to praise when a mistake in oral reading was corrected, 
Research Question 5 asked If there were any significant differences 
between the responses of parents whose children were in Grades 2, 
3, or 4. Research Question 6 asked if there were any significant 
differences between the responses of parents whose children were 
of different reading abilities. 
Results 
It should be noted that the mean scores given below relate to the 
data analysis codes 1-3, which were explained In the Methodology 
chapter under the heading of Analysis of QJlesUonnaire Data. 
A one-way Analysis of Variance revealed that there was a 
significant difference In the amount of praise given to children 
when a mistake was corrected for children in Grade 2 (M = 2.98), 
children In Grade 3 (M = 2. 77) and children in Grade 4 (M = 2.91), 
F(2,145) = 3.92,n = .02. A Scheffe test Indicated that children in 
Grade 2 were receiving significantly more praise than children In 
Grade3. 
A one-way Analysis of Variance revealed that there was no 
significant difference in the amount of praise given to children 
when a mistake was corrected by children of a weaker reading 
ability (M = 2.89), children of an average reading ability <M = 2.89) 
and children of an above-average reading ablllty (M = 2.88), F 
(2,145) = .02, n = .98. 
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Discussion 
Children across the three ability levels were receiving very similar 
amounts of praise from their parents for correcting mistakes. 
However, children In Grade 3 were receiving significantly less 
praise for correcting mistakes than children In Grade 2. There is no 
obvious reason why children In Grade 3 would have received less 
praise. It could perhaps be because the particular parents In this 
study with Grade 3 children expected more of their children and as 
a result they gave them less praise for their efforts than parents 
with Grade 2 children. 
Reading Strategies Encouraged by Parents 
Research Question 2(g) asked what strategies parents encouraged 
their children to use when having difficulty reading aloud. 
Results 
Table 4.4 shows the strategies which parents said they encouraged 
when their children had difficulty reading aloud. It Indicates that 
the most common strategy encouraged by parents when their 
children were having difficulty reading aloud was for the child to 
have a go at sounding out the word (78% of parents nearly always 
or always encouraged the use of this strategy when children 
stopped and said nothing; and 76% of parents nearly always or 
always encouraged the use of this strategy when children read only 
part of a word). 
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Table 4.4 
Strategies Encouraged by Parents When Their Children 
Had Difficulty Reading Alouq 
Frequencyof Response 
Strategy never or about half nearly 
not very the time always or 
often(%) (%) alwa~(%) 
When Children Stopped and Said Nothing 
child looks at the pictures 41 22 35 
child starts sentence again 53 26 21 
child guesses the word 54 14 30 
parent sounds out the word 57 21 21 
child sounds out the word 6 15 78 
parent tells child the word 63 23 12 
child leaves the word out 95 4 0 
N= 143 
When Children Read Only Part of a Word 
child looks at the pictures 45 19 35 
child starts sentence again so 22 27 
child guesses the word 57 19 22 
parent sounds out the word 56 25 18 
child sounds out the word 5 17 76 
parent tells child the word 62 24 12 
child leaves the word out 93 3 2 
child encouraged to keep 7 12 79 
trying 
N= 144 
missing 
(%) 
1 
1 
2 
1 
1 
2 
1 
1 
1 
1 
1 
2 
1 
2 
1 
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The least common strategy encouraged by parents was for the child 
to leave the word out (95% of parents never or not very often 
encouraged the use of this strategy when children stopped and said 
nothing; and 93% of parents never or not very often encouraged the 
use of this strategy when children read only part of a word). 
Close to half of all parents never or not very often encouraged their 
children to look at the pictures, start the sentence again or guess 
the word ( 41%, 53%, and 54% respectively did this when their 
children stopped and said nothing; and 45%, SO%, and 57% 
respectively did this when their children only read part of a word). 
Only a minority of parents nearly always or always encouraged 
their children to look at the pictures, start the sentence again or 
guess the word (35%, 21%, and 30% respectively did this when their 
children stopped and said nothing; and 35%, 27%, and 22% 
respectively did this when their children read only part of a word). 
Discussion 
The results indicate that encouraging children to sound out difficult 
words was the most popular strategy used by parents to help their 
children overcome reading difficulties. Similarly, a parent opinion 
survey by Nicholson ( 1980) revealed that approXimately half of the 
sample of parents encouraged their children to sound out words as 
an initial strategy for solving problems (p. 20). These results are 
also similar to, but not as high as, those indicated by Builder (1991, 
p.34), who found that 91% of parents believed sounding-out should 
be used by children for working out unknown words. 
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The results indicate that most parents closely followed a bottom-up 
model of reading because they frequently encouraged their 
children to use the text-driven strategy of sounding-out words and 
less frequently encouraged the use of reader-driven strategies, 
such as starting the sentence again or guessing the word. Most of 
these parents probably learnt to read when bottom-up reading 
models influenced reading education and It Is likely that they 
encouraged their children to read in a way similar to that in which 
they were taught 
Around one-fifth of the parents encouraged their children to 
sound-out words half of the time or less and around one-fifth 
always or nearly always encouraged their children to look at the 
pictures, start the sentence again or guess the word. This result 
suggests that approximately one-fifth of the parents in this study 
may follow an interactive view of reading because they encouraged 
strategies which require a combination of top-down and bottom-up 
processing. 
There were 23 parents (15%) who had teacher training In the early 
childhood or primary areas, training which Is concerned with 
children of the same age group as those In this study. The teacher 
training of these parents is very likely to have had an Influence on 
the way they responded to their children's errors In oral reading. 
The home-reading programmes by Bartlett et al. (1984) and 
McNaughton et al. (1981) ttalned parents to encourage the use of 
strategies which required a combination of top-down and bottom-
up processing (following the interactive model of reading). Parents 
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were trained to encourage strategies which required bottom-up 
processing, such as sounding out the word, only when a mistake 
that made sense was made. 
It appears that children may benefit more when they are 
encouraged to use strategies which do not Interrupt the flow of 
meaning any more than necessary. These strategies include 
starting the sentence again or guessing the word in times of 
difficulty and using different strategies In different situations, 
rather than relying only on sounding out to identifY difficult words, 
which tends to interrupt the flow of meaning. 
Attention to Punctuation During Oral Reading 
Research Q)Jestion 2(h) asked If parents encouraged their children 
to observe punctuation marks. 
Results 
One hundred and seven parents (72%) indicated that they always or 
nearly always encouraged their children to pause at the commas 
and full stops, 14 (9%) encouraged their children to pause about 
half the time, an.i 2 7 ( 18%) not very often or never encouraged 
thelr children to pause at full stops and commas. One respondent 
(1%) did not answer the question. In addition, In response to open-
ended question 20 on the questionnaire, What do you think are the 
best ways of helping your child with reading aloud?, one parent 
indicated how he/she felt about punctuation, "while our child reads 
aloud we explain the Importance of punctuation in the flow of 
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meaning". Another parent, in response to open-ended question 21, 
Would you like to make any other comments about reading that 
your child does at home?, wrote, "I think it Is very important that a 
child understands what he Is reading, so punctuation and 
explanation of words Is Important". 
Discussion 
The majority of parents (72%) were frequently encouraging their 
children to observe punctuation marks as they read aloud. It is 
possible that the 18% of parents who rarely drew their children's 
attention to the punctuation marks did not need to do so because 
their children observed the punctuation on their own, without any 
prompting from their parents. As two parents indicated, following 
punctuation marks is Important to the meaning of the text and if 
children are not observing commas and full stops then It Is 
important that parents draw their children's attention to them, to 
ensure that meaning Is maintained. 
The Peonle Involved in Children's Reading Homework 
Research Question 3 asked who was usually involved in children's 
reading homework. 
Results 
Parents were asked In question 3 of the questionnaire to specifY 
the person usually Involved with their children when they did 
reading homework Parents could choose from the following 
responses: mother, father, or other. Some parents selected the 
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'other• category and wrote that the child's mother and father were 
equally Involved. As a number of parents did this, another 
category was created to Incorporate these responses. Results are 
as follows: In 29 families (20%) mothers and fathers were equally 
Involved with their child's reading homework; in a further 4 
families (3%) fathers were usually involved; In 112 families (75%) 
mothers were usually involved; and 3 respondents (2%) Indicated In 
the 'other' response that the child's mother, father, grandparent 
and/or babysitter were Involved at different times. One 
respondent ( 1 %) did not answer the que8tion. 
Discussion 
The results Indicate that in this study mothers were the parent 
usually involved in children's reading homework in 75% of families. 
This result is consistent with figures reported by Builder ( 1980, 
p.215) in regard to the number of mothers and fathers Involved in 
an educational counselling pmgramme for parents of poor readers. 
In that programme there were 51 parents involved, and of these, 
82% were mothers and 18% were fathers. Rlvalland (1994) also 
found that across 23 case studies of families, "It was most often the 
mothers who monitored the children's homework, listened to their 
children read, and who checked and evaluated their children's work 
In progress" (p.2R8). Similarly, Kemp (1985) reported that during a 
parent training program (known as PTP) 80% of participants were 
mothers. 
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Beading Stories to Children 
Research Question 4(a) asked how frequently children had stories 
read to them and Research QJ!estion 4(b) asked If parents believed 
that reading stories to their children helped them to become good 
readers. 
Results 
Forty two parents (28%) Indicated that their children had stories 
read to them every day, 63 (42%) children had stories read to them 
several times a week, 23 (15%) were read stories once a week, 10 
(7%) were read stories less than once a week, and 2 (1 %) indicated 
that their children never had stories read to them. The 
questionnaire also provided an 'other' category, which 5 parents 
( 3%) selected. Three of these parents indicated that their children 
preferred to read to themselves and the remaining 2 parents 
indicated they read to their children approximately twice a week. 
Four parents (3%) did not respond to the question. 
In addition, under the 'other' section of question 17 or in response 
to question 18, five parents made pertinent comments about older 
children reading more on their own. One parent of a child In Grade 
3 wrote, "We read to them less now that they read themselves". 
Four parents with children In Grade 4 wrote similar comments, 
which were: "At a younger age I read stories every night. She now 
often prefers to read silently."; "Since my child was old enough to 
look at pictures she has had stories read to her this only stopped 
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last year when she wanted to read by herself."; "[Story reading has] 
reduced as she has got older"; and "likes to read by herself'. 
One hundred and forty-four parents answered 'Yes' they did think 
that reading stories to children helped them to become good 
readers. However, 2 of these parents Indicated that they felt It 
depended on the particular child; one wrote, "I think ln theory It 
does, but I'm not so sure In practice as he stllllsn't keen to have a 
go on his own." The other wrote, "Reading stories ... must help 
towards becoming a good reader. However, It does not explain why 
one child is a poor reader despite being read to equally as much as 
his brother and sister." Four parents answered 'No' they didn't 
think It helped and of these, one wrote "I think this depends on the 
child. A child with an underlying specific learning 
difficulty/difficulties may love listening to someone reading to 
them but lack the ability to develop Independent reading skills no 
matter how much you read to them." Another wrote, "1 think It 
encourages them to love books and to enjoy reading but doesn't 
necessarily make them good readers." Another parent wrote "Not 
sure", and also added in response to question 21 (which allowed 
parents to make any further comments), "We visit the library and 
get books regularly, but he still has no Interest ln reading" . 
Parents were also asked to suggest reasons for their answers. 
Broad categories were formed on the basis of the reasons given. 
Results can be seen in Table 4.5. Other comments which did not fit 
these broad categories were also made, a full list of which are 
provided in Appendix G. Nine respondents ( 6%) did not answer the 
question. 
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Table4.5 
The Most Common Reasons Why Parents Believed Reading Stories 
Helped Their Children to Become Good Readers 
Reason 
develops an Interest In reading and/or a positive attitude 
towards reading 
models expression 
reading can be seen as an Important and/or enjoyable part 
of everyday life 
helps with word recognition 
extends children's vocabulary 
provides a better understanding of written language 
(eg. structure of sentences, word meanings, comprehension) 
N= 140 Many parents gave more than one reason. 
Discussion 
' 
Responses 
%) 
so 
22 
13 
11 
11 
9 
Many parents (70%) reported that their children were read stories 
every day or several times each week. A further 15% of children 
were reportedly having stories read to them once a week, on 
average. According to Adams (1990), Clay (1991), Dombey (1992), 
Elkins and Spreadbury (1992), Elley (1989), Strickland and Morrow 
(1989), Trelease (1989), and Wells (1982), reading stories to young 
children Is a positive activity because It can contribute to the 
development of children's reading skills. 
The comments made by parents about why they believed reading 
stories to their children would help them to become good readers 
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were In many cases slmllar to those Investigated or proposed by 
various researchers. For Instance, Strickland and Morrow (1989, 
p.322), suggested that possibly the greatest benefits of reading 
stories to young children were for modelling reading behaviours to 
them and for children to recognize that reading Is a pleasurable 
activity. Similarly, SO% of parents in this study Indicated that they 
believed reading stories to their children helped to develop an 
Interest in and/or a positive attitude towards reading, and 22% of 
parents Indicated that they believed It modelled expression. 
Studies by Bley (1989) and Senechal and Cornell (1993) suggested 
that children can acquire vocabulary through story sessions and 
11% of parents in the present study Indicated that they believed 
reading stories extended their children's vocabulary. Similarly, 
Trelease (1989) suggested several benefits of reading aloud to 
children, as It exposes them to: 
- a positive reading model; 
- new Information; 
- the pleasures of reading; 
- rich vocabulary; 
- good sentence and story grammar; 
- a book he or she might not otherwise be exposed to; 
- fully textured lives outside the student's own 
experience; 
- tile English language spoken In a manner distinctly 
different from that in a television show. (p.202) 
Many of the parents' comments were very similar to those listed 
above. However, a few parents seemed doubtful about the benefits 
ofreadlng stories to their children because their children still had 
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no Interest In reading or were struggling to learn to read despite 
being read to since they were young. 
Significant Differences Bej.Ween Children of Different Grades 
and of Different Abilities 
In relation to frequency of stozy reading to children, Research 
Question 5 asked If there were any significant differences between 
the responses of parents whose children were in Grades 2, 3, or 4. 
Research Question 6 asked If there were any significant differences 
between the responses of parents whose children were of different 
reading abilities. 
Result• 
It should be noted that the mean scores given below relate to the 
data analysis codes 1-5, which were explained In the Methodology 
chapter under the heading of Analysis of Qpestionnalre Data. 
A one-way Analysis of Vartance revealed that there was a 
significant difference In the frequency of stozy reading to children 
In Grade 2 (M = 4.32), children in Grade 3 (M = 4.22) and children 
In Grade 4 (M = 3.45), .E(2,142) = 11.90, J2 = .001. A Scheffe test 
Indicated that the children In Grade 4 were being read stories 
significantly less frequently than children In Grades 2 and 3. 
A one-way Analysis of Variance revealed that there was no 
significant difference In the frequency of stozy reading to children 
of a weaker reading ability (M..= 4.03), children of an average 
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reading ability (M = 3.91l) and children of an above-average reading 
ability (M = 4.05), F(2,142) = .Q7, .12 = .93. 
Discussion 
The parents of children In Grade 4indlcated that they (or other 
people) were reading significantly less frequently to their children 
than parents of children In Grades 2 and 3. This result Is not 
unexpected as one would Imagine that the older children In Grade 4 
would be doing more Independent reading than the younger 
children. Some parents of older children also indicated that their 
children preferred to read more often by themselves, rather than 
having a parent read to them. 
Research has Indicated that reading stories to young children 
contributes to the development of children's reading skills. 
Therefore, it Is possible that children of weaker reading abilities 
may not have been read to as often as children of average or 
above-average reading abilities. Nevertheless, the results of the 
present study Indicated that there was no significant difference in 
the frequency of story reading to children of different reading 
abilities. It appears that although the weaker readers In this study 
were read stories as often as average and above-average readers, 
reading them stories did not apparently make enough Impact on Its 
own to assist these children in becoming as good at reading as their 
more-able peers. The comments and responses made by some 
parents of weaker readers suggest that these parents continued to 
read to their children despite being tentative about how much It 
was benefiting them. These results suggest that reading stories to 
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young children is only one variable that contributes to children's 
reading development. 
summaty of Results 
The following summary is based on what parents said they did at 
home with their children. 
In 20% of families, mothers and fathers were equally involved in 
their children's reading homework. However, in 75% of famllles 
mothers were more often involved than fathers. 
Most children spent 0-15 minutes each night doing oral reading 
homework; only 8% spent longer than 15 minutes each night. Most 
children also read silently for 0-15 minutes each night although, 
18% of children spent 15 minutes or more doing silent reading 
homework. Children In Grade 4 spent significantly more time doing 
silent reading homework than children in Grade 2. Also, children of 
an above-average reading ability were doing significantly more 
silent reading homework than children of a weaker reading ability. 
There were no significant differences in results for oral. reading 
homework between grades or ability levels. 
Well over half of the parents never or hardly ever allowed their 
children to practise reading on their own before reading aloud, 
whilst nearly a quarter always or nearly always allowed their 
children to practise. 
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Nearly half of the parents said that they always or nearly <.!ways 
discussed a book or story during the time when their children read 
aloud and just over half of the parents did the same~ their 
children had read aloud. Few parents discussed books before their 
children read either aloud or silently. Events In a story (or facts in 
a book) fanned tbe most common topic of discussion. Ma.'ly pa.'"en ts 
discussed several topics. 
Just over half of the parents nearly always or always encouraged 
children to Immediately correct mistakes that made sense and 
nearly a quaiter of the parents nearly always or always waltt!d 
until the end of a sentence before encouraging their children to 
correct the mistakes. Twenty percent of parents nearly always or 
always Ignored mistakes that made sense, but less than 5% nearly 
always or always ignored mistakes that didn't make sense. It was 
more common for parents to Immediately attend to errors than 
waiting until the end of a sentence before attending to them, for 
both errors that made sense and errors that didn't make sense. 
The majority of parents said they pralseg their children during and 
after reading correctly and after mistakes were corrected but few 
said that they rewarded their children for reading correctly. 
The most common strategy encouraged by parents when their 
children were having difficulty reading aloud was for the child to 
have a go at sounding out the word. The least common strategy 
encouraged by parents was for the child to leave the word out. 
Looking at the pictures, starting the sentence again, guessing the 
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word and telling the child the word were strategies encouraged by 
some parents some of the time. 
Most parents encouraged their children to pause at commas and full 
stops as they read aloud. 
Seventy percent of parents said that their children were read 
stories every day or several times a week. A further 15% of 
children were having stories read to them once a week, on average. 
Children In Grade 2 and in Grade 3 were read stories significantly 
more often than children in Grade 4. 
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Introduction 
Chapter 5 
Conclusion 
--------·-------
This chapter presents a discussion of the general findings of this 
study and it acknowledges the limitations that apply. It concludes 
with a discussion on the Implications for further research and for 
educational practice, which Include feedback to the parents who 
took part in the study and to the children's teachers. 
Q:mcluding Discussion 
Children Reading to Parents 
According to the Information given by parents in this study, many 
were apparently adopting procedures and encouraging strategies 
that were common In schools 15-20 years ago, but which are less 
common today. These Include not encouraging their children to 
practise before reading aloud; using sounding out as the main 
strategy for solving difficult words; and Immediately prompting 
children to correct mistakes. These parents appeared to be 
Influenced by their own educational experiences in reading. Many 
seemed to embrace a bottom-up model of reading, most likely 
because this model would have Influenced their own early reading 
Instruction. Nevertheless, a number of parents In this study 
appeared to be aware of changes in reading methods adopted In 
schools In the past 5-10 years and said they were using a variety of 
different procedures and strategies at home with their children. 
Approaches to teaching reading have changed considerably over 
the past 20 years, so It seems Important to Inform parents of these 
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changes as they play an Important role In the education of their 
own children. Also, It has been shown that children benefit when 
school and home work together (McNaughton et al., 1981; Tlzard et 
al., 1982; Brelllng, 1976; Bartlett et al., 1984). Furthermore, 
research In reading has shown that some children are likely to 
make better progress under certain methods of home reading 
Instruction than under remedial reading programmes established In 
schools (Hewison, 1988). 
Parents Reading to Children 
Many parents In this study were apparently aware of the benefits 
of reading stories to their children, such as, developing a positive 
attitude towards reading and modelling reading behaviours. Most 
of them also demonstrated this apparent awareness of the 
Importance of reading to children by taking part in regular story 
reading sessions with them. 
Limitations 
The following limitations apply to this study. 
1. Accurate collection of the data relied fully on parents' ability 
and willingness to complete the questionnaires honestly and 
carefully. It has been noted throughout the Results and 
Discussion chapter that all data is based on what parents said 
they did. No checks were made to ascertain if the parents 
actually did what they indicated on the questionnaires. 
Initially it was planned that the questionnaires would be 
followed up with Interviews and observations of reading 
practices In the home, but because of an 89% response rate it 
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1 was decided that there was already an abundance of 
'i Information for a study of this size. Therefore the Interviews 
and obsetvatlons did not proceed. 
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2. The children were rated as weak, average or above average 
readers by their class teachers, rather than by a formal 
reading test. This was considered reliable for this study 
because wherever possible the teachers rated the children at 
the end of the school year, when they were most aware of 
each child's reading ability In their class. However, the 
Information can not be directly compared to other studies 
where reading levels were based on formal tests. 
3. The data were collected In one school outside the metropolitan 
area and is relevant to the parents Involved In the study, but 
It can not be generalised to the larger population, nor can it be 
generalised to other age groups of students within the school. 
The school involved in the present study Is a low-fee, 
Anglican school which encourages a high level of parent 
Involvement. If the study was replicated across a variety of 
schools it Is possible that different results would be found In 
different types of schools. 
Implications for Fuftber Research 
This study h<ts shown a need for more extensive research Into the 
area of llome reading. It would be useful to replicate this study In 
other schools in a variety of districts in order to gain a wider 
picture of what parents say they do with regard to children's 
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reading In the home setting. Also, interviews with parents and 
observing what parents actually do at home with their children 
would provide more in-depth information than that available in 
this study. Furthermore, the school involved in this study could 
implement a more closely monitored home-reading programme and 
assess any associated gains in the children's rate of progress, 
confidence, and/or ability. 
Implications for Educational Practice 
The Review of Literature and results obtained from this study seem 
to indicate that parents at this particular school could benefit from 
a programme of more guided involvement in their children's 
reading education, which should in turn lead to benefits for the 
children. In order to achieve this, the school may need to develop a 
more detailed home reading policy. Also, teachers must take the 
initiative in providing more information and guidance to parents to 
keep them up to date with school reading policies and with 
research on reading. It Is the researcher's Intention to begin to 
achieve this by sharing the results of the present study with the 
parents and also sharing points of interest from previous studies in 
the literature. A parent meeting providing time for parents to 
further discuss their views and for teachers to explain in more 
detail what they do in their classrooms would appear to be 
beneficial to these parents. 
While all results w!Il be available to parents if they wish to read 
them, the parent programme w!Il only Include a brief summary of 
the results, as follows: 
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Mothers were more often involved In children's reading homework 
than fathers. 
Most children were spending 0-15 minutes each night doing oral 
and/or silent reading homework. More silent reading was being 
done in the older grades. 
Nearly a quarter of the parents always or nearly always allowed 
their children to practise on their own before reading aloud. 
Parents frequently discussed books with their children during and 
after reading, but few parents did so before reading books. A wide 
variety of topics was discussed. A list of these topics discussed 
before, during, and after reading will be provided to parents. 
Sounding out words was the most common strategy encouraged by 
parents when children were having difficulty reading and the least 
common strategy was for the child to leave the word out. Looking 
at the pictures, starting the sentence again, guessing the word and 
telling the child the word were strategies encouraged by some 
parents some of the time. It was more common for parents to 
encourage children to correct mistakes immediately than to wait 
until the end of a sentence. 
The majority of parents praised their children during and after 
reading correctly and after mistakes were corrected and only a few 
said that they rewarded their children for reading correctly. 
The majority of children were having stories read to them several 
times a week, and some of the children were read stories once a 
week. 
The aim of the parent program will be: 
1) to show parents that as teachers we respect and appreciate what 
they are already doing at home to assist their children with 
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reading. 
2) to provide up-to-date Information on reading for them to make 
use of at their own discretion. 
It will not be a session where parents are told what they should be 
doing. Rather parents will be provided with Ideas for a variety of 
strategies to try at home with their children, some of which they 
will already be using. Parents will also be encouraged to share 
strategies that they find work well with their children. 
Following the parent programme, the school's home reading 
programmes may need to be more closely monitored through more 
regular parent-teacher meetings to enable discussion of strategies 
and procedures being adopted at home and at school. As time is 
always a limiting factor In implementing educational programmes, 
these parent-teacher meetings need not occur on a one-to-one level 
with all parents. Group meetings may be sufficient and it may be 
that one parent's concerns are similar to another's. Wider 
involvement of parents in their children's reading education in the 
early years of schooling Is of utmost importance, especially to avoid 
the situation of "the rich get richer and the poor get poorer", or 
children who practise reading regularly Improving rapidly and 
those who only receive minimal practice falling further behind 
their more able peers (Stanovlch, 1986). Finally, it seems that 
parents could benefit from Increased awareness of the importance 
of regular home reading sessions (that Is parents reading to 
children and children reading to parents) and of a wide range of 
reading strategies to use with their children. 
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This study has highlighted the need for teachers to take the 
Initiative in providing more information and guidance to parents to 
keep them lnfom1ed of school reading policies and of recent 
research In reading. 
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Preliminary Questionnaire Page I 
READIMJ QURSJ'IONNAIRE 
The following questionnaire is about reading that your child 
does at home. We are still discovering how children learn to 
read because childrer. learn to read in many different ways. 
The purpose of this questionnaire is to search for answers to 
what parents actually do with their children when they are 
reading at home. All parents with children in grades 2,3 or 4 
at Frederick Irwin Anglican Community School have been invited 
to complete the questionnaire. 
The results from the q~estionnaire will provide information 
about ways in which parents help their children with reading. 
These results should assist te~chers in enhancing the home-
school link in reading programmes. I will also be asking 
teachers to provide information about children's reading at 
school. The questionnaire wi 11 taJ<e you only 15-20 minutes to 
complete. If you have any queries please don't hesitate to 
come in and ask me at school or ring the school on 5816777 to 
speak to me before 8:30a.m. or after 3:05p.m. I am usually 
at school until about 4:00p.m.). 
It is guaranteed that the information you provide wi 11 remain 
confidential. You will notice that your questionnaire has 
been given a code. This code will be used for purposes of 
examining the results. Your code will be used to locate your 
name if your questionnaire is not returned or if you indicate 
that you are available for an interview. 
Please return the questionnaire to your child's class teacher 
in the envelope provided. I will then collect the 
questionnaires from all the teachers. The results from the 
questionnaire will be available to you if you wish to see 
them. I would like to thank you for providing your time to 
complete the questionnaire. Without your help this l<ind of 
research would not be possible. 
Yours sincerely, 
KAREN LYONS 
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Preliminary Questionnaire Page 2 
INSTRUCTIONS 
If you have more than one child between the age of six and 
eight. please answer the questionnaire using your youngest 
child within this age group. For example, if you have a three 
year old. a six year old and an eight year old. please answer 
the questions with your six year old in mind only. The parent 
most frequently involved with your child's reading homework 
should answer the questionnaire. 
Please answer all questions in the questionnaire. otherwise 
the results will be invalid. Please answer each question 
honestly. Respond with what you ACTUALLY do with your child 
not what you think you should do. There are no right or wrong 
answers to any of the questions. 
Many questions focus on what you do when yom· child 
experiences difficulties while reading. If your child rarely 
has problems with reading please answer the questions by 
writing Hhat you would do if your child is reading a difficult 
book beyond his/her reading ability. 
Most questions require you to tick an appropriate box. please 
be careful that only one box for each question is ticked 
unless otherwise stated. The scale ALWAYS, NEARLY ALWAYS. 
ABOUT HALF THE TIME. HARDLY EVER ar.d NEVER has been used for 
most questions (from Hook. 1981. p.l74). Please answer the 
example question below. 
I eat breakfast in the morning. (tick f)ne) 
0 
>---
g q 0 0 
ALWAYS NEARLY ABJill HALF HARDLY NEVER 
ALWAYS TilE Til-lE EVER 
Some questions require you to write short answers. Please 
think about these questions very carefully. 
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Preliminary Questionnaire Page 3 
Code ______________ _ 
1. My child is now in (tick one) 
D Grade 2 0 Grade 3 D Grade 4 
2. Please indicate your child's date of birth ____ ! ____ ! __ __ 
3. Please indicate if you have had teacher training in any of 
the following areas (tick as many as appropriate). 
0 Early Childhood 
0Primary 
0 Secondary 
0 Other (please specify) __________________ _ 
0 No teacher training 
QUeSTIONS 4 AND 5 ReFER TO READING HDNEWORK THAT YOUR CHILD 
BRINGS HONe FRDN SCHOOL. 
4. On average my child reads ALOUD for (tick one) 
0 0-5 minutes each night 
0 6-10 minutes each night 
[] 11-15 minutes each night 
[] 16-20 minutes each night 
[]more than 20 minutes each night (please specify 
average length of time) 
5. On average my child reads SILENTLY for (tick one) 
[] 0-5 minutes each night 
[J6-10 minutes each night 
0 11-15 minutes each night 
j] 16-20 minutes each night 
D more than 20 minutes each night (please specify 
__. average 1 ength of time l 
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Preliminary Questionnaire Page 4 
THE FOLLOWING QUESTIONS APPLY TO ANY READING THAT YOUR C'<ILD 
DOES, NOT ONLY READING HOt..:WORK. THEY REFER TO READING ALOUD 
AND READING SILENTLY. lEACH OF THESE QUESTIONS HAS TWO PARTS! 
6. I discuss with my child what the book/story could be about 
BEFORE he/she reads it. 
Part A : When my child reads aloud (tick one) 
Q~---=o--~o~~o~.--~0 
ALWAYS NEARLY AIDJT HALF' HARDLY NEVER 
Part B 
y 
ALWAYS 
ALWAYS 11iE TIME EVER 
When my child reads silently (tick one) 
Q 
NEARLY 
ALWAYS 
Q 
AIDJT HALF' 
11iE TIME 
Q 
HARDLY 
EVER 
y 
NEVER 
7. AS my child reads I discuss the story or information with 
him/her. 
Part A : When my child reads aloud (tick one) 
u 
ALWAYS NEARLY 
ALWAYS 
AIDJT HALF' 
11iE TIME 
_ _gc:'-· __ _g 
HARDLY NEVER 
EVER 
Part B When my child reads silently (tiel< one) 
U 0 U 0 D 0~----~~-----~~-----=c:'-----~ 
ALWAYS NEARLY AIDJT HALF' 
ALWAYS THE TIME 
B. AFTER reading, my child and I 
HARDLY 
EVER 
talk about 
the story or what the book was about. 
Part A When my child reads aloud {tick 
Q Q ,---, n ~j =F---
ALWAYS NEARLY AIDJT HALF' HARDLY 
ALWAYS THE TIME EVER 
NEVER 
what 
one) 
y 
NEVER 
happened 
Part B When my child reads silently (tick one) 
[] 
F-- Q Q Q y 
ALWAYS NEARLY AIDJT HALF' HARDLY NEVER 
ALWAYS THE TIME EVER 
in 
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ALL OF THE FOLLOWING QI/ESTIONS REFER TO READING ALOUD. THEY 
APPLY TO ANY READING THAT YOUR CHILD DOES, NC,- ONLY READING 
H0/1EWORK. 
9. I allow my child 
him/her read aloud. 
to practise {tick one) reading before I listen to 
Q g g g 9 
liLWAYS NEARLY AIDUf HALF HARDLY NEllER 
l.LWAYS TilE TIME EVER 
10. I praise my child 
reading. (tick one) if he/she corrects a mistake made during 
Q g g g p 
liLWAYS NEARLY AIDUf HALF HARDLY NEllER 
PLWAYS TilE TIME EVER 
11. I encourage my 
stops. (tick one) child to pause at the commas and full 
Q Q p _____ g g 
ALWAYS NEARLY AIDUf HALF HARDLY NEllER 
ALWAYS TilE TIME EVER 
12. If my child reads correctly, 
I continue listening. Q _g g g 9 (tick one) ~LWA'fS NEARLY ABOUT HALF HARDLY NEVER 
ALIIAYS lllE TIME EVER 
I praise my child. Q__Q g g 9 (tick one) ALWAYS HEARL Y ABOUT HALF HARDLY NEVER 
ALWAYS THE TIME EVER 
I reward my child after y __ __Q g _g 9 reading. (tick one) 
ALWAYS NEARLY ABOUT HALF HARDLY NEVER 
ALWAYS THE TIHE EVER 
Other (please specify) 
Q__ __ g g g 9 
--
ALWAYS NEARLY ABOUT HALF HARDLY NEVER 
ALWAYS TilE liKE EVER 
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13. If my child reads a word ~loud which makes sense but is 
not the exdct word in the book. 
I immediately te 11 my child 
the word. (tick one) 
I ignore the mistake. (tick one) 
I encourage my child to 
correct the mistake 
him/herse 1 f. (tick one) 
I wait until the end of the 
sentence and then tell my 
child the correct word. 
(tick one) 
I wait until the end of the 
sentence and then encourage 
my child to correct the 
mistake him/herself. 
(tick one) 
Other (please specify) 
Q__Q'--=Q----'9'F------=!Q 
ALWAYS NEARLY ABOUT HALF HARDLY NEVER 
ALWAYS THE TIHE EVER 
Q g 
ALWAYS NEARLY 
ALWAYS Q g 
ALWAYS NEARLY 
ALWAYS 
Q g 
ALWAYS NEARLY 
AlWAYS 
Q g 
ALWAYS NEARLY 
ALWAYS 
Q__ 0 
ALWAYS HEARL Y 
ALWAYS 
Q 
ABOUT HALF 
THE mE 
Q 
ABOUT HALF 
THE TinE 
g 
ABOUT HALF 
THE TI~E 
Q 
ABOUT HALF 
THE TitlE 
0 
ABOUT HALF 
THE TitlE 
9 
HARDLY 
EVER 
9 
HARDLY 
EVER 
9 
HAROLY 
EVER 
0 
I 
HARillY 
EVER 
NEVER 
NEVER 
NEVER 
0 
I 
NEVER 
0 0 
·-·------1 
HARDL Y NEVER 
EVER 
14. If my child reads a word aloud which does not make sense. 
I inunediately tell my child 
the word. (tick one) 
I ignore the mistake. 
(tick one) 
I encourage my child to 
correct the mjstake 
him/herse If. (tick one) 
I wait until the end of the 
sentence and then tell my 
child the correct word. 
(tick one) 
I wait until the er.d of the 
sentence and then enco~1rage 
my chi 1 d to correct tht• 
mistake him/herself. (tick one) 
Other (please specify) 
---------------------
----------------
ALWAYS 
ALWAYS 
NEARLY 
ALWAYS 
NEARLY 
ALWAYS 
ABOUT HALF 
THE TinE 
Q 
ABOUT HALF 
THE TitlE 
Q g g 
RLNAY:Sc ---.,NC:EA=IR"'L Y:--cAB"'ou"T'='N-,AL"'F 
ALidAVS 
ALWAYS 
ALWAYS 
ALWAYS THE TI~E 
g 
NEARLY 
AlWAYS 
NEARLY 
ALWAYS 
NEARlY 
ALWAYS 
g 
ABOUT HALF 
THE TIME 
Q 
ABOUT HALF 
THE TIHE 
Q 
ABOUT HALF 
THE TINE 
HARDLY 
EVER 
HARDLY 
EVER 
HARDLY 
EVER 
D 
HARDLY 
EYER 
HRRDL Y 
EVER 
HARDLY 
EVER 
0 
I 
NEYER 
Q 
NEYER 
NEVER 
0 
NEVER 
Q 
NEVER 
Q 
NEVER 
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15. If my child comes to a word. stops and says nothing. 
I encourage my child to look ~r~--~~[d~--~=[d~~--?[d~~~[Jj• 
at the pictures in the book· Atw'AYs NEARLY naaUTHALF HARnLY NEVER 
(tick one) ALWAYS THE TillE EVER 
I ask my child to start ~-~--~Cd~----~~-----£2~----~~ 
reading the sentence ALWAYS NEARLY ABOUT HALF HARDLY NEYER 
again- (tick one) ALUAYS THE TillE EYER 
I encourage my child to 
guess the word. 
(tick one) 
I sound out the word for 
him/her. (tick one, 
I encourage him/her to sound 
out the word. (tick one} 
I tell him/her the word. 
(tick one) 
I encour~ge him/her to leave 
it out. {tick one) 
Other (please specify) 
0 0 0 [] 0 1---· ··1·----+--~=t ____ .........___. 
ALWAYS NEARLY ABOUT HALF HARDLY NEYER 
ALWAYS THE TitlE EYER 
Q ____ g ___ Q ___ Q _ __Q 
ALWAYS NEARLY ABOUT HAlf HARDLY NEVER 
Q 
AlWAYS 
~ 
AlWAYS 
Q 
ALWAYS 
AllifiYS THE TIll£ EVER 
NEARLY 
AlWAYS 
NEARLY 
AlWAYS 
Q 
NEARLY 
ALIIAYS 
Q 
ABOUT HALF 
THE TIME 
Q 
ABOUT HALF 
THE TIH£ 
Q 
ABDUl HALF 
THE TIHE 
Q 
HARDLY 
EYER 
HARDLY 
EVER 
Q 
HARDLY 
EVER 
[] 
I 
NEYER 
[] 
N£V£1i 
Q 
NEVER 
Q,.__ g __ g _____ Q_ - -J;J 
ALWAYS N£ARl Y ABOUT HALF HARDlY NEVER 
AliiAY£ THE IIHE EVER 
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Preliminary QuestionnairP Page 8 
16. If my child is having difficulty reading a wqrd and only 
reads part of it, 
I encourage my child to look 
at the pictures in the book. (tick one) 
I ask my child to start 
reading the sentence 
again. (tick one) 
I encourage my child 
guess the word. 
to 
(tick one) 
I sound out the word for 
him/her. {tick one) 
I encourage him/her to sound 
out the word. (tick one) 
I tell him/her the word. 
(tick one) 
I encourage h1m/her to leave 
it out. (tick one) 
I encourage him/her 
trying. (tick one) 
to keep 
Other (please specify) 
Q g 
ALWAYS NEARLY 
RLWRYS 
Q g 
RLWRYS NEARLY 
ALWAYS 
Q g 
ALWAYS NEARLY 
AlllfiYS 
Q Q 
ALWAYS NEARLY 
ALWAYS 
Q Q 
ALWAYS NEI\RLY 
ALWAYS 
0 D 
I 
ALWAYS NEARLY 
ALWAYS 
Q g 
AlWAYS NEARlY 
ALWAYS 
Q g 
ALWA\'S NEARlY 
ALWAYS 
Q g 
ALWAYS NEARLY 
ALWAYS 
g g Q 
RBDUT HALF HARDLY NEVER 
THE TIHE EVER 
Q Q Q 
A~OUT HALF HARDLY NEVER 
THE WI£ EVER 
Q Q Q 
ABDUl HALF HARDLY NEVER 
THE fill£ EVER 
Q Q D ~ 
ABDUl HALF HARDLY NEVER 
THE TitlE EVER 
g D D 
I I 
ABDUl HALF IIARDLY NEVER 
THE TII'IE EVER 
D D 0 
ABOUT HALF HARDLY NEVER 
THE Tl tiE EVER 
g g D 
-·-----< 
ABOUT HALF HARDlY NEVER 
THE TIME EVER 
Q Q Q 
ABOUT HALF HARDLY NEVER 
THE TIHE EVER 
g Q Q 
ABDUl HRLF 
THE TIHE 
HARDLY 
EYER 
!lEVER 
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THE FOLLOWING QUESTIONS APPLY TO ANY READING SITUATIONS, NOT 
JUST 8EAOING HOI'TEWORK. Pl.f:ASE WRITE SHORT ANSWERS TO THESE 
WHERE SPACE IS PROVIOEO. 
17.A. We read stories to our child (include stories read by 
anyone in the home). (tick one) 
QEvery day 
0 Several times a week 
Donee a week 
0 Less ihan once a week 
0Never 
[]other (please specify) ______________________ _ 
B. Do you think reading stories to 
him/her to become a good reader? 
your child helps 
DYES 
C. Suggest reasons for your answer to part B if possible. 
18. If you discuss a book with your child what kinds of things 
do you discuss? 
19. What do you think are the best ways of helping your child 
with reading aloud? 
20. Do you have any other comments about what you do when your 
child reads? 
Are you willing to follow up your questionnaire with an 
intervi~w of 15-20 minutes? l ~-:YES 
PLEAS£ CHECK THAT YOU HAVE ANSWERED ALL QUeSTIONS. THANK YOU 
FOR TAKINS YOUR TINE TO ANSWER THIS QUESTIONNAIRE. 
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Final Questionnaire Page 1 
READING QUESTIONNAIRE 
Dear Parents, 
The following questionnaire is about reading that your child does at 
home. We are still discovering how chilC:ren learn to read because 
children learn to read in many different ways. The purpose of this 
questionnaire is to search for answers to what parents actually do 
with their children when they are reading at home. All parents 
with children in grades 2, 3 or 4 at Frederick Irwin Anglican 
Community School have been invited to complete the questionnaire. 
The results from the questionnaire will provide information about 
ways in which parents help their children with reading. These 
results should assist teachers in enhancing the home-school link in 
reading programmes. I will also he asking teachers to provide 
information about children's reading clt school. The questionnaire 
will take you only 15-20 minutes to complete. If you have any 
queries please don't hesitate to come in and ask me at school or 
ring the school on 581 6 777 to speak to me before 8:30a.m. or after 
3:30p.m. 
It is guar&nteed that the information you provide will remain 
confidential. You will notice that your questionnaire has been given 
a code. This code will he used for purposes of examining the 
results. Your code will be used to locate your name if your 
questionnaire is not returned or if you indicate that you are 
available for an interview. 
Please return the questionnaire to your child's class teacher by 
Friday 11th March. I will then collect them from all the teachers. 
The results from the questionnaire will be available to you if you 
wish to see them. I would like to thank you for providing your 
time to complete the questionnaire. Without your help this kind of 
research would not he possible. 
Yours sincerely, 
Karen Lyons 
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INSTRUCTIONS 
If you have more than one child between the age of six and eight, 
please answer the questionnaire using your youngest child within 
this age group. For example, if you have a three year old, a six year 
old and an eight year old, please answer the questions with your six 
year old in mind only. The parent most frequently involved with 
your child's reading homework should answer the questionnaire. 
Please answer all questions in the questionnaire, otherwise the 
results will be invalid. Please answer each question honestly. 
Respond with what you ACTUALLY do with your child not what 
you think you should do. There are no right or wrong answers to 
any of the questions. 
Many questions focus on what you do when your child experiences 
difficulties while reading. If your child rarely has problems with 
reading please answer the questions by writing what you would do 
if your child is reading a difficult book beyond his/her reading 
ability. 
Most questions require you to tick an appropriate box, please be 
careful that only one box for each question is ticked unless 
otherwise stated. The scale ALWAYS, NEARLY ALWAYS, ABOUT 
HALF THE TIME, NOT VERY OFrl'N and NEVER has been used for 
most questions. Please answer the example question below. 
I eat breakfast in the morning. (lick one) 
ALWAYS NEARLY 
ALWAYS 
Q 
ABOUT HALF 
THE TIME 
Q 
NOT VERY 
OFTEN 
0 
NEVER 
Some questions require you to write short answers. Please think 
about these questions very carefully. 
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Cocle__ ___ _ 
1. My child is now in (tick one) 
0Grade2 0Grade3 0Grade4 
2. Please indicate if you have had teacher training in any of the 
following areas (tick as many as appropriate). 
0 No teacher training 
DEarly Childhood 
OPrimary 
OSecondary 
D Other (please specify)1 ____________ _ 
3. Please indicate who is usually involved with your child's reading 
homework. (tick one) 
D Child's father 
0 Child's mother 
DOther (please specify), ______________ _ 
QUESTIONS 4 AND 5 REFER TO ANY READING HOMEWORK 
THAT YOUR CHILD BRINGS HOME FROM SCHOOL. 
4. On average my child reads ALOUD for (tick one) 
D 0-5 minutes each night 
06-10 minutes each night 
D 11-15 minutes each night 
D 16-20 minutes each night 
D more than 20 minutes each night (please specify average 
length of time) _______ _ 
5. On average my child reads SILENTLY for (tick one) 
0 0-5 minutes each night 
D 6-10 minutes each night 
011-15 minutes each night 
016-20 minutes each night 
D more than 20 minutes each night (please specify average 
length of time); ______ _;__ 
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Final Questionnaire Page 4 
THE FOLLOWING QUESTIONS APPLY TO ANY READING THAT 
YOUR CHILD DOES, NOT ONLY READING HOMEWO!_{K. THEY 
REFER TO READING ALOUD AND READING SILENTLY. (EACH 
OF THESE QUESTIO.!'!S HAS TWO PARTS) 
6. I discuss with my child what the book/story could be about 
BEFORE he/she reads it. 
Part A: When my child reads aloud (tick one) 
Q g [J [J [J 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
Part B: When my child reads silently (tick one) 
Q g Q g 0 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
7. AS my child reads I discuss the story or information with 
him/her. 
Part A: When my child reads aloud (tick one) 
Q g g Q [J 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS TI-lE TIME OFTEN 
Part B: When my child reads silently (tick one) 
0 0 0 0 .Cl 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
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THE FOLLOWING_QUESTION APPLIES TO ANY READING 
THAT YOUR CHILD DOE~. NOT ONLY READING HOMEWORK~ 
IT REFERS TO RF.ADING ALOUD AND READING SILENTlY, 
.O:HIS QUESTION HAS TWO PARTS) 
8. AFTER reading, my child and I talk about what happened in the 
story or what the book was about. 
Part A : When my child reads aloud (tick one) 
0 0 0 0 0 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
Part B :When my child reads silently (tick one) 
Q 0 0 0 0 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
ALL OF THE FOLLOWING QUESTIONS REFER TO READING. 
ALOUD. THEY APPLY TO ANY READING THAT YOUR CHILD 
DOES. NOT ONLY READING HOMEWORK. 
9. I allow my child to practise reading before I listen to him/her 
read aloud. (tick one) 
Q 0 0 0 !J 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
10. I praise my child if he/she corrects a mistake made during 
reading. (tick one) 
0 0 0 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
11. I encourage my child to pause at the commas and full stops. 
(tick one) 
0 Q 0 g g 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTEN 
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Final Questionnaire Page 6 
THE FOLLOWING _QUESTIONS HAVE SEVERAL PARTS, 
PLEASE ANSWER EACH PART SEPARATELY. 
12. If my child reads correctly : 
A I continue listening. 
(tick one) 
B. I pr.:ise my child while 
he/she reads. e.g. saying 
well done. (tick one) 
C. I praise my child after 
he/she has read. e.g. say-
ing well done. (tick one) 
D. I reward my child after 
reading. e.g. giving a 
sticker. (tick one) 
E. Other (please specify) 
Q Q Q Q 9 
ALWAYS NEARLY ABOUTHAI.F NOT~"'RY NEVER 
ALWAYS THE riME OFTEN 
Q Q Q Q 9 
ALWAYS NEARLY ABOUTHALF NOTVERY NEVER 
ALWAYS THETIME OFTEN 
Q Q Q Q 9 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THETJME OFTEN 
Q Q Q Q 9 
ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THETIME OFTEN 
Q Q I:;J Q Q 
ALWAYS Nl'J\ULY ABOUT IIAI.f NOf VEHY NEVI:R 
ALWAYS TilE Til-lE OFTEN 
13. If my child reads a word aloud which makes sense but is not 
the exact word in the book : 
A. I immediately tell my 
child the word. (tick one) 
B. I ignore the mistake. 
(tick one) 
C. I immediately encourage my 
child to correct the mistake 
him/herself. (tick one) 
D. I wait until the end of 
the sentence and then tell 
my child the correct word. 
(tick one) 
E. I wait until the end of the 
sentence and then encourage 
my child to correct the 
mistake him/herself. 
(tick one) 
F. Other (please specify) 
-------
Q Q Q Q 9 
ALWAYS NEAilLY ABOUT HALF NOT VERY NI:VEH 
ALWAYS THE Tll-1!! O!TEN 
Q Q Q Q 9 
ALWAY$ NEAili.Y ABOUT IIAU: NOTVEilY NEVER 
AlWAYS TIIETIME OITEN 
Q Q Q Q 0 
AlWAYS NEAHLY A/lOUT llALF NOT VERY Nl:VER 
AlWAYS TIIETIME OFTI'N 
Q Q Q Q 9 
ALWAYS NEAnLY ABOUT llALF NOTVEHY NI:VEit 
ALWAYS TIIETI/'>1E OFTEN 
Q Q Q 0 9 
ALWAYS NEARLY ABOUTHAlF NOTVERY NEVER 
ALWAYS THETIME OFTEN 
Q Q Q Q Q 
ALWAYS NEARLY AOOliT llAU: NOTVEI\Y NEVER 
ALWAYS TIIETIME 0/TIN 
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THE FOLLOWING QUESTION HAS SEVERAL PARTS, PLEASE 
ANSWER EACH PART SEPARATELY. . 
14. If my child reads a word aloud which does not make sense : 
A. l immediately tell my 
child the word. (tick one) 
B. I ignore the mistake. 
(tick one) 
C. l immediately encourage my 
child to correct the mistake 
him/herself. (tick one) 
D. I wait until the end of 
the sentence and then tell 
my child the correct word. 
(tick one) 
E. I wait until the end of the 
sentence and then encourage 
my child to correct the 
mistake him/herself. 
(tick one) 
F. Other (please specify) 
Q 0 0 Q 9 
' • ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
ALWAYS THE TIME OFTB< 
Q Q Q Q 9 
ALWAYS NE!\IU.Y ABOUTHAU:· NOT VERY NEVER 
ALWAYS TilE TIME OFTB< 
Q 0 0 Q 9 
' • AlWAYS NFAI{LY ABOUT HALl' NOT VERY NI:VER 
/l.lWAYS TilE TIME OrTEN 
Q Q Q Q 9 
ALWAYS NEARLY AROUT HALF NOT VERY Nl:VER 
ALWAYS T/IETIME OFTEN 
Q g Q Q 9 
ALWAYS NEAHLY ABOUT HALF NOT VERY NEVER 
ALWAYS THr: TIME Of.TS>l 
Q Q Q Q 9 
ALWAYS NI:ARI.Y ABOUT HALF NOT VERY NEVER 
ALWAYS Tlll!TIME OFTB'l 
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THIS QUESTION HAS SEVERAL PARTS, PLEASE ANSWER 
EACH PART SEPARATELY. 
15. If my child comes to a word, stops and says nothing: 
A. I encourage my child to 
look at the pictures in the 
book. (tick one) 
B. I ask my child to start 
reading the sentence 
again. (tick one) 
C. I encourage my child 
to guess the word. 
(tick one) 
D. I sound out the word 
for him/her. (tick one) 
E. I encourage him/her to 
sound out the word. 
(tick one) 
F. I tell him/her the worci. 
(tick one) 
G. I encourage him/her to 
leave it out. (tick one) 
H. Other (please specify) 
ALWAYS 
ALWAYS 
Q 
ALWAYS 
Q 
ALWAYS 
Q 
ALWAY$ 
Q 
ALWAYS 
Q 
ALWAY$ 
g 
NEARLY 
ALWAYS 
g 
NEARLY 
ALWAYS 
g 
NEARLY 
ALWAYS 
g 
NEAHLY 
ALWAYS 
Q 
NEfi.RLY 
ALWAYS 
Q 
NEAIU.Y 
AI.WAYS 
Q 
Nl'.o\HLY 
ALWAYS 
g 
ABOUTHAIP 
THE TIME 
Q 
ABOUT HALF 
TifETIME 
g 
ABOUT HALF 
TilE TIME 
Q 
ABOUT llAlF 
TJH;TI/·1E 
0 
' ABOUT llAU: 
TilE TIME 
ABOUT JIAU' 
I'JIETIME 
Q 
ABOUT I!AI.F 
TilE TIME 
Q Q 
NOT VERY NEVER 
OFfEN 
Q Q 
NOT VERY NEVER 
OFTEN 
Q Q 
NOT VERY NEVER 
OITCN 
Q 9 
NOT Vt:;I{Y NtVEil 
OFTEN 
Q 9 
NOT VERY NEVER 
OFTEN 
Q Q 
NOT VERY NEVER 
Of-TEN 
Q _Q 
NOT VEilY Nl:VEI\ 
OI·TEN 
Q~:c-::::0~, :~=0~-:;;;::0=_9 
AlWAY:' NI:AH!.Y ABOUT J/1\LF NOTVEHY NI:VEH 
ALWAYS TIIETIME 0\'TLN 
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THIS QUESTION HAS SEVERAL PARTS PLEASE ANSWER 
EACH PART SEPARATELY. 
16. If my child is having difficulty reading a word and only reads 
part of it: 
A I encourage my child to [,J [,J [,J Q 9 look at the pictures in the ALWAYS NEARLY ABOUT HALF NOT VERY NEVER 
book. (tick one) ALWAYS TilE TIME OFTEN 
B. I ask my child to start Q Q Q 0 9 
' reading the sentence ALWAYS N&\IQY ABOUT HALF NOT VERY NEVER 
again. (tick one) ALWAYS Till! TIME OFTEN 
C. I encourage my child Q Q 0 Q 9 
' to guess the word. Al.WAYS NEARLY ABOUT HALF NOT VERY NEVER 
(tick one) ALWAYS TilE TIME OFTEN 
D. I sound out the word Q 0 0 Q 9 
' ' for him/her. (tick one) ALWAYS NEARLY ABOUT HALF NOT VERY NEVEl{ 
ALWAYS TilE TIME OFfEN 
E. I encourage him/her to Q Q 0 0 9 
sound out the word. ' ' ALWAYS NFAHLY ABOUT HALF NOT Vf:RY Nl:VEH (tick one) ALWAYS TilE TIME OFTEN 
I'. I tell him/her the word. Q Q 0 0 .9 
' ' (tick one) ALWAYS NI'AilLY AI lOUT I IAI.F NOT VERY NEVER 
ALWAYS TilE TIME 01-TEN 
G. I encourage him/her to Q_ Q 0 0 Q 
' ' leave it out. (tick one) ALWAYS NEAill.Y ABOUT llALF NOT VEJ{Y Nl:VEil. 
ALWAYS TilE TIME OFI"EN 
H. I encourage him/her to Q Q 0 Q 9 
' keep trying. (tick one) ALWAYS NEtdU.Y ABOUT IIALF NOT VERY Nf:VER 
ALWAY$ TIJETlf\1E OI·TI::N 
I. Other (please specify) Q 0 0 Q 9 
' ' ALWAYS Nl:ARLY ABOUT IIALF NOTVf:RY NEVE!\ 
ALWAYS TilE TIME OFTEN 
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THE_I:_OLLOWING QUESTIONS APPLY TO ANY READING 
SITUATIONS, NOT JUST READING HOMEWORK. PLEASE 
WRITE SHORT ANSWERS TO THESE WHERE SPACE IS 
PROVIDED. 
17. We read stories to our child (include stories read lly anyone in 
the home). (tick one) 
DEveryday 
DSeveral times a week 
DOnceaweek 
OLess than once a week 
DNever 
DOther (please specil)') ____ _;_ _______ _ 
18. Do you think reading stories to your child helps him/her to 
become a good reader? 
DYES 
Please suggest reasons for your answer. 
------------------
19. If you discuss a book with your child what kinds of ti.iags do 
you discuss? 
20. What do you think are the best ways of helping your child wlth 
reading aloud? 
---------------------
21. Would you like to make any other comments about reading that 
your child does at home? 
Are you willing to follow up your questionnaire with an interview 
of 15-20 minutes? 
DYES 
PLEASE CHECK THAT YOU HAVE ANSWERED ALL 
QUESTIONS. THANK YOU FOR TAKING YOUR TIME TO 
ANSWER THIS OUESTIONNAlRE. 
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Introduction to the Study, Used During the 
Parent-Teacher Information Evening 
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I have a special request from Karen Lyons, one of our year three 
teachers. 
Karen Is studying for her 4th year, Bachelor of Education. As a part 
of her study she is required to carry out a research project. For this 
she has designed a questionnaire about home reading. As her focus 
is on early childhood, she will be Inviting all parents with children 
in grades 2, 3, and 4 at school to complete the questionnaire In the 
next few weeks. They will be sent home in your children's diaries. 
The questionnaire has been trialled with parents from other schools 
In the local community and all who completed it had positive 
comments. 
The research Is being carried out under the supervision of a 
lecturer at Edith Cowan University. If you choose to assist Karen 
with the study, all the Information you provide will remain strictly 
confidential and you will not have to put your name on the 
questionnaire. 
Karen hopes that the results wlll assist teachers at our school in 
enhancing the home-school link In reading programmes. If you 
have any questions please see Karen in 3L and she will be more 
tharo happy to answer them. Your help In this research will be 
greatly appreciated. 
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142 
; 
--': 
2 March 1994 
Dear Parents, 
I am seeking your help in a study of how parents assist their 6-8 
year old children with reading In the home. Your child's class 
teacher would have mentioned this durhg the parent information 
evening. 
On Friday I will be sending you a questionnaire via your child's 
homework diary. I would be very grateful If you would complete 
this questionnaire and return it by Friday 11th March in your 
child's homework diary. I will collect the questionnaires from your 
child's class teacher. 
All information which you supply will be treated as confidential. 
The results of the questionnaire will be available to you if you wish 
to see them. It is guaranteed that the information you provide will 
only be used for the purpose of this study. Your questionnaire will 
not be passed on to any other source. 
The research is being supervised through Edith Cowan University, 
and has been discussed In detail with the Head of Primary, Mrs 
Sandra Me Cullough and approved by The Principal, Mr Geoffrey 
Arnold. 
Should you wish to find out further Information about this study 
please feel free to come In and ask me before or after school or ring 
me at school between 3.10 and 4.00p.m. on 581 6777. 
I look forward to receiving your help, 
Yours Sincerely, 
Karen Lyons 
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14 March 1994 
Dear Parents, 
As you are aware I am currently collecting the reading 
questionnaires sent home a few weeks ago. If you would !Ike to 
respond to the questionnaire could you please send it to school with 
your child no later than Wednesday 16th March so that I can begin 
to collate the results. 
If you have already sent the questionnaire to school thank you for 
doing so and please disregard this letter. If you did not receive 
your questionllaire or you have misplaced it, please let me know 
and I will send home another copy. 
Yours Sincerely, 
Karen Lyons 
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20June 1994 
Dear Parents, 
I would like to take this opportunity to thank you for completing 
the Reading Questionnaire in term one. If you offered your time for 
an lntetview I also thank you, however as I have a large quantity 
of Information In the questionnaire already and because the study 
Is only a small one I will not be proceeding with the interviews. 
I am currently working on the results of the questionnaire, 
however before I continue any further and write a research report 
I must have your permission to do so, as a matter of formality. 
Could you please take a few minutes to complete the slip below and 
return It to your child's class teacher. 
Thank you for your assistance with this research. 
Yours Sincerely, 
Karen Lyons 
.............................................................................................................................................. 
!, ________ ,understand that my responses on the Reading 
Questionnaire will remain confidentiaL I also understand the 
purpose of the study and I give my permission for Miss Karen 
Lyons to use the material in my questionnaire for her research. 
s~,~-------------- 00·~---------------
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ApoendlxG 
Detailed Tables of Results From Chapter 4. 
The following abbreviations apply to many 
of these tables. 
N= Never 
NO= Not Very Often 
H = About Half the Time 
NA = Nearly Always 
A= Always 
M = Missing Responses 
148 
Frequency With Which Parents Allowed Their Children to 
Practise Re!Jdl.ng on Their Own Before Listening to 
Them Read Aloud 
_!'requency Responses(%) 
Never 22 
Not Very Often 41 
About Half the Time 13 
Nearly Always 15 
Always 7 
No Response 1 
N=149 
P!:rC~tage§ of PSY:ents WhQ Dlscus~ed Reaglng Mat!:rial With Their 
Children Before, During, and After Silenl Reading and Readi!l!l 
AIQud 
Frequency of Response 
Timing of Discussion N(%) NO(%) H(%) NA(%) A(%) 
When Children Read Aloud 
Before Reading 12 43 26 15 4 
During Reading 3 21 28 32 16 
After Reading 3 20 25 37 16 
When Children Read Silently 
Before Reading 15 so 26 8 1 
During Reading 13 36 35 14 2 
After Reading 7 25 36 26 6 
N= 149 
149 
M(%) 
0 
0 
0 
0 
0 
1 
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HQW Paren):S Resnon@ to Their Children's Errors in Oral Reading 
Frequency of Response 
Type of Response N(%) NO(%) H(%) NA(%) A(%) M (%) 
When the Errors Made Sense 
Immediately tell child the 
word 
ignore the mistake 
Immediately encourage the 
child to correct the mistake 
tell the child the word at the 
end of that sentence 
13 
42 
4 
39 
encourage the child to correct 2 8 
the mistake at the end of that 
sentence 
37 
27 
17 
33 
32 
17 
11 
25 
16 
16 
When the Errors Did Not Make Sense 
immediately tell child the 
word 
Ignore the mistake 
Immediately encourage the 
child to correct the mistake 
tell the child the word at the 
end of that sentence 
encourage the child to correct 
the mistake at the end of that 
sentence 
N~ 146 
17 
62 
3 
36 
28 
34 
29 
10 
44 
40 
13 
6 
17 
12 
11 
12 
16 
21 
8 
16 
14 
3 
34 
3 
16 
21 
4 
31 
3 
7 
21 
0 
35 
3 
5 
150 
1 
0 
1 
0 
0 
1 
1 
0 
1 
1 
Strategies Encouraged by Parents Jillben ThE:ir Children 
Had Dlfflcul!y Rea!ilng Aloud 
-) 
' 
' 
'1 j 
-J 
Percentage of Parents Who Praised or ReWil(ded Their Children for 
(;Qrre~t Oral Reading 
Frequency Praise During Praise After Reward After 
Reading(%) Reading(%) Reading(%) 
Always 53 77 3 
Nearly Always 27 16 1 
About Half 8 5 8 
the Time 
Not Very Often 11 1 39 
Never 1 1 49 
N= 146 
Freguency With Which Parents Encouraged Their Children 
To Pause at Commas and full Stops as They RP.ad Orally 
Frequency Res110nses (%) 
Never 3 
Not Very Often 15 
About Half the Time 9 
Nearly Always 31 
Always 41 
NoRes~nse 1 
N= 149 
152 
' 
' I 
I 
I 
Reasons WhY Parents Believed Reading Stories to Their Ch!l(l.ren 
~ped Them to Become Good Reagers 
Reason Responses %) 
develops an interest In reading and/or a positive attitude SO 
towards reading 
models expression 2 2 
reading can be seen as an Important and/or enjoyable part of 13 
everyday life 
helps with word recognition 11 
extends children's vocabulary 11 
provides a better understanding of written language 9 
( eg. structure of sentences, word meanings, comprehension) 
models adult enjoyment of stories 7 
models appropriate reading skills 5 
encourages imagination 3 
provides experiences beyond personal experiences 3 
provides exposure to written language 3 
helps with pronunciation of words 3 
children hear stories which are too difficult for them to read 3 
develops an interest in a subject 
expands understanding of what a story Is 
broadens experience of reading material 
learning rhymes and lymerics 
develops an interest in language/words 
makes reading more interesting 
develops respect for books 
encourages regular reading 
develops a feel for books 
Introduces new authors and books 
helps in learning to blend sounds 
shows that print contains meaning 
shows a source of information other than the television 
allows children to read along and practise skills 
no response 
N= 149 Many parents gave more than one reason. 
2 
2 
2 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
6 
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